Google 



This is a digital copy of a book that was preserved for generations on library shelves before it was carefully scanned by Google as part of a project 

to make the world's books discoverable online. 

It has survived long enough for the copyright to expire and the book to enter the public domain. A public domain book is one that was never subject 

to copyright or whose legal copyright term has expired. Whether a book is in the public domain may vary country to country. Public domain books 

are our gateways to the past, representing a wealth of history, culture and knowledge that's often difficult to discover. 

Marks, notations and other maiginalia present in the original volume will appear in this file - a reminder of this book's long journey from the 

publisher to a library and finally to you. 

Usage guidelines 

Google is proud to partner with libraries to digitize public domain materials and make them widely accessible. Public domain books belong to the 
public and we are merely their custodians. Nevertheless, this work is expensive, so in order to keep providing tliis resource, we liave taken steps to 
prevent abuse by commercial parties, including placing technical restrictions on automated querying. 
We also ask that you: 

+ Make non-commercial use of the files We designed Google Book Search for use by individuals, and we request that you use these files for 
personal, non-commercial purposes. 

+ Refrain fivm automated querying Do not send automated queries of any sort to Google's system: If you are conducting research on machine 
translation, optical character recognition or other areas where access to a large amount of text is helpful, please contact us. We encourage the 
use of public domain materials for these purposes and may be able to help. 

+ Maintain attributionTht GoogXt "watermark" you see on each file is essential for in forming people about this project and helping them find 
additional materials through Google Book Search. Please do not remove it. 

+ Keep it legal Whatever your use, remember that you are responsible for ensuring that what you are doing is legal. Do not assume that just 
because we believe a book is in the public domain for users in the United States, that the work is also in the public domain for users in other 
countries. Whether a book is still in copyright varies from country to country, and we can't offer guidance on whether any specific use of 
any specific book is allowed. Please do not assume that a book's appearance in Google Book Search means it can be used in any manner 
anywhere in the world. Copyright infringement liabili^ can be quite severe. 

About Google Book Search 

Google's mission is to organize the world's information and to make it universally accessible and useful. Google Book Search helps readers 
discover the world's books while helping authors and publishers reach new audiences. You can search through the full text of this book on the web 

at |http: //books .google .com/I 



» r 1 > I 



jiiii ipsii3iiiili'i"' irmi 

CUBB!1< I LJ [ HIIURY 




STANFORD N^p/ UNIVERSITY 
LIBRARIES 



1 



THE 



ESSENTIALS OF METHOD 



A DISCUSSION OF THE ESSENTIAL FORM OF RIGHT 

METHODS IN TEACHING. 



^iisetbation, 0enetali$ation, application* 



BY 



CHARLES DeGARMO, Ph.D. (Halle), 

Professor of Modern Languages, Illinois State Normal Univbrsxtt, 

Normal, III. 



BOSTON, U.S.A., 
D. C. HEATH & CO., PUBLISHERS. 

1890. 



Copyright, 1889, 
By D. C. Hbatii & Co. 






C. J. PETERS Sb SON, 

Typoqraphers and Electrotypers, 

145 HiQH Street, Boston. 



P A NALOGTES play a 

of mental plienomena. 



mportant role in all explanationa 

Tliia 13 true because nearly all 

onr terms for mental processes and products are borrowed 

from sense. Among tlie many analogical theories of mind, 

and hence of education, two are particularly prominent ; 

I (I) That which regards the soul as a germ, containing by 

I iai'olutioii that which it is to become by evolution, — a self- 

f. active power which seizes upon its surroundings, appropriat- 

l ing what is useful for the development of its predetermined 

I form and content ; and (2) that theory which regards the 

t;nund at any given stage of its development as the resultant 

I of the manifold forces of its environment, a^ a product 

[*more extemaUy than intemalli/ produced. 

The first of these views may be called the germ theory of 

[rflducation; the second, the architectural theory. According 

f ''4o the first notion, the mind ia a self-prodacer of a predeter- 

(■jsaned product. According to the' second, it is the result 

produced by the educational architect. The first conception 

makes the teacher merely a gardener; the second makes 

Mm an architect of mind. The first demands no science of 
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I education from the aubject-matter side ; the second compels 

study of mind in its more mechanical aspects, and a 

pedagogical adjustment of the matter of education to the 

lawa of miiid-sfcructure. It finds the science of instmction 

' to consist in giving rise to concepts, in co-ordinating and 
properly relating them. According to this idea, the science 

I of education is the science of the concept, — knowledge, 
thought-power, intensity and direction of will, follow from 
an application of the architectonics of concepts. 
At first view, these two theories are mutually exclusive ; 

[ but a more careful examination shows them to be mntually 
nplementary. The germ theory finds its truth in the idea 
of the self-activity of the mind to be educated, and in the 
fact that the/o*Tra of all mental activity in knowing, feeling, 
and willing ia predetermined, just aa the form of the oak 
is involved in the acorn. But this analogy breaks down 

. when the content of mind is considered. J/ow knowledge 
shall be acquired, held and expressed is as much predeter- 
mined in the infant's mind, as the ultimate form of the 
plant is involved in the seed from which it springs, — the 
acorn never produces the maple ; but what this knowledge 
Bhall be is not predetermined. A child left at birth upon 
an uninhabited island, and nourished by beasts, would be- 
come a beast, at least so far as the content of knowledge is 
concerned. The practical content of man's knowledge and 
judgment, and hence of his will and character, depends 



npon influences and positive forces exterior to himself. 
Here the architectural theory of education finds its truth ; 
for, what a man knows, the whole content of his knowing, 
judging, and willing, depends upon the kind, amount, and 
arrangement of the subject-matter of education. In this 
view, the ofllee of the teacher is magnified: the pedagogy 
of the subjects of instruction becomes of the greatest 
importance. 
^^ Again, these two theories of education are but two figura- 
^^M. tire expressions for the manifest truth, that there is a 
^^Hi method in the child, and a method in the sttbject of study. 
^^m A complete pedagogy of instruction brings these two ele- 
^^^ ments into harmony, makes them complementary the one 
^^B to the other. The method in the subject at any sti^ 
^^B jBxactly fits a corresponding stage of development in the 
^^B -Biethod in the child. In other words, the development in 
the snbject must be made at all stages to fit the devel- 
opment of the child. For this reason, the germ and 
architectural theories of education do not exclude but 
complement each other, and neither of them can be spared 
from a perfected science of education. 

The present work deals with one phase of this adjust- 
ment of subject-matter to mind. It seeks to find the essen- 
tial forms of methods of instruction, as determined by tlu 
general law of development in the mind of the child. It 
has therefore nothing to do with the content of knowledge, 
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but concerns itself solely with an inquiry as to how we learn, 
and consequently how we must teach, 

Three-sidedness is a universal property of triangles, so 
is triangularity ; just so, there are certain necessary and 
universal characteristics of all rational methods of teaching. 
To discover, through an analysis of the mental activities 
involved in knowing, what these essential elements of a 
good method are, is the function of this volume. 

KOBMAL, May, 1888. 
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PART I. 
PSYCHOLOGICAL BASIS. 



CHAPTER I. 



THE INDIVIDUAL HOTIOH. 



g 1, Alt mental activity is based upon the results of 
sense-percept ion, witli which it starts. It is iueonceivable 
that a living being having uo use of the seiises could have 
any mental life. It is true, indeed, that mental life pre- 
supposes more than a mere use of the senses, but it presup- 
poses this also. This element can be omitted from the 
notion of intellectual activity no more than a necessary 
element of any other notion can be omitted without de- 
stroying the notion. Thus, who conld think a triangle 
with one side left out, or a straight line with a curve in it, 
ot a pair of scissors with one blade missing, or a train of 
cars with no rear car ? Since, then, all mental activity 
presupposes and starts with knowledge gained through the 
senses, it is obvious that we should understand the nature 
of thia knowledge, in order to gain any rational insight into 
the principles of right methods. 

The senses furnish us that which we call the individual 
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notion. Looking about my study table, I pnrceire, through 
the sense of sight, an inkstand, a pen, a book, a letter. 
Each of these is, like every other single thing, an indioidual 
0^'ect. The image, or idea, which uiy sense of sight gives me 
of each of these individual objects is appropriately called an 
mdieidual notion. (Many other names besides notion are 
in common use for the same thing. Thns, one often hears 
the tmms, perception, jiercept, idea, mental picture or image, 
individual concept, etc.) In the same m;iuner, by passing 
itlirough a room in the dark, one may get individual notions 
of a rocking-chair, a table, a hanging lamp, through the 
sense of touch alone. Through the sense of hearing, we 
get individual notions of a piece of music, the song of a 
bird, the whistle of a boy, the ringing of a bell. Each of 
the senses may, alone, give an individual notion of some 
one thing. Generally, however, they work together, each 
Bupporting and re-enforcing the others, and lielping to give 
a more complete notion of the thing under consideration. 
A boy, for instance, gets a notion of the object apple by 
seeing it; yet he gets a more complete and satisfactory 
notion of it by touching it, smelling it, tasting it. But the 
"Vhole complex of his sensations of the apple goes to make 
up what we have called his individual notion of it. 

A moment's reflection shows that this individual notion, 
though it is of a single thing, is in itself very complex. 
Think of the boy's apple : there are the form and color, 
which appeal to the eye; the qualities of solidity and 
smoothness, which appeal to the touch ; the fragrant quali- 
ties, which appeal to the smell ; and those other properties 
which appeal to the taste. Just so, every individual notion 
is a complex, or synthesis, of many elements. But all 
knowledge, and hence all education, begins with these com- 
plex individual notions. One should therefore think twice 
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jefore trying to apply such educational maxima as, Proceed 
1 the simple to the eomplex. From the foregoing, it is 
asy to see that this maxim la not universal in its applica^ 

S 2. But, for the science of Ttiethods, we must extend our 
I of the individual notion beyond mere perceptlona ofo^ects 

i through the seTises. 

s ordinarily understood, an individual notion is the com- 

Pjjlex of all the sensations which we have of a thing. It is, 

Itterefore, not an immediately given individual concept, but 

■it presupposes sensations, reproductions, time and space 

Jforms, also the notion of our own body, and its distinction 

[from the rest of the external world. Sensations, however, 

■are nothing to mind until perceived. Perception is then 

) first form of knowledge. It is nothing moi-e than the 

itheaia of the nerve excitations with the soul states 

ijiroduced by them. The perception (Anschauung) is the 

Kpaychical image of the single thing, the individual exiat- 

The internally or externally observed bird, " robin," 

s a definite individual ; determinate as to color, size, form, 

i, and all that observation furnishes regarding him. The 

■notion of a species or genus (general notion) cannot be ob- 

id. (Compare Drbal, "Empiriache Psychologic," p. Ifil.) 

[This notion of the perception of individual objects in space 

■.through the senses has been extended very generally by 

f German authors, to an inner perception (innere Anachauung) 

of individual notions not given by the senses. T"or inatance, 

in grammar, the relation of one word to another may be 

p^ceived even though the outward form gives no hint o£ 

I the relation ; as, a noun in the nominative or objective case. 

s can readily be seen, this extension is very convenient 

r pedagogy, since it helps to emphasize the fact that we 

ach general lawa only through individual facts. 
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Pfiaterer ("PSdagogiache Psychologie," p. 229) rem: 
"We distinguish commonly, and not without reas( 
double observation (Anschaunng), an outer and an ii 
The outer observation ia that mediated through the sei 
the inner is quite as much an obaervation by means of the 
inner senaes as it ia an observation of wliat goes on within. 
An observation by means of the inner senses is n 
sary, because not only all processes of the inner world, 
but also many phenomena and activities of the outer world, 
especially all that pertain to historical and social life, 
cannot at all or hut partially and with great effort be 
brought under the observation of the senaea. What re- 
mains but to bring them under in7ier, spiritual observa- 
tion, or to lead them l)efore the inner senses (powers of 
presentation and imagination) by vivid description or 
narration ? By means of these, the child's mind can and 
should get a more or leas clear image of a thing or activity, 
and mentally ' see ' and enjoy it, without ever having per- 
ceived it in this form by the senaes." 

If I take two pieces of paper of the same shape and size, 
fold each of them into eight equal parta, and tear off five 
parts from each paper, I shall find by counting that 1 have 
six parts left. By means of this concrete illustration, I 
have received an individual notion of the fact, that 3x2= g. 
In this case, my notion is not of an object, but of certain 
numerical relations; yet it is a notion of an individual case 
of these relations, and is, hence, just as truly a concrete or 
individual notion as that gained from seeing, touching, 
smelling, and tasting the apple. 

If I take a vessel with a spout, fill it full of water, plaJ3e 
a floating body upon the surface of the water, and then 
compare the weight of the displaced water with the 
weight of the floating body, I shall get an indioiduat 
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L notion, or wbat is the same thing, a concrete illustration 
I oi' the fact that a floating body displaces its own weight of 
f water. 

What is true of the physical world and its relations is 
^-equally true of the spiritual world and its relations. In 
I the pages of history we get concrete or individual notions, 
L of bravery, of vigilaiioe, of celerity, of the nobility of 
L patriotism, of the vanity and wickedness of ambition, of 
kthe eontemptibleness of cowai'dice, indecision, or treason. 
EA moral truth, though it cannot be pi-eseuted to the senses, 
■ may be individualized, or made concrete, by concrete illus- 
1 tration ; as, througli the story of George Washington and 
I hatchet. Every fable is the concrete illustration of 
I some moral or intellectual truth, and thus gives an indiuidual 
in of this ti-uth. In the same way moral lessons are 
L individualized throughout our history and in most of our 
\ imaginative stories. 

Ae main point in this whole matter is that our knowledge 
ttarts with the individual notion, whether it is of the things 
of sense, of their relations, or of the concrete embodiment 
of any purely intellectual or moral truth. In any case, and 
in all cases, real knowledge must start with and be based 
upon the concrete, individual notion.' 

1 Festalozul. — Inatrnotlon must not only be baaed upon ten»e Jiercep- 
tUm, but also upon inner or iiUellectuat perception- 
It ia also very important for ua to empiiaslze for instractlon tliat power 
r of silenl receptii'iiff, which allows the matMr of instmotion to penetrate 
fcHie depths of the soul, to grow and ripen, even without the il lamination 
ma refleotion. 

P Herbart (vol. i. p. 120, edition by O. Willman). — The marrow of eduoa- 

'itOQ is iteell destroyed, If tlie first fresh preseutntioas become old without 

being perteivei : if litcless repetidons are lediouslj eitended, where in- 

teieat should eitgerly seize ; if the forms of apeeoh, in which wealth of 

oonriction eveu beat loyis to express itself, are berelt of their spirit, and 

I laid away as cor^jsos in the caverns of memory. 
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i 3, Language reflects thought as the mirror refiects the 
imaf(e of him who staDds before it. For this reason, a 
■ttuly of language is often the most direct road loan under- 
rtiituliiig of the various elements of thought. We will, 
tht^refore, approach the next stage of our topic by calling 
to mind Willie of the implications of language- We say 
that a noun is the name of an object, but this object must 
primarily lie an object of thought, fur names do not inliere 
In tliitigH ; they are only means by which one mind is able 
to "ronvey" its own ideas to another mind. But actual 
things of 8en«e correspond to ideas gained through a normal 
use of the senses, bence, secondarily and mediately the 
noun is tlie name of the object itself, and no confusion 
need arise from thinking of the noun as a symbol of an 
actual physical thing in space or of an idea of the mind.' 
JL nimn may be considered in two ways ; — 

(1) As to the quantity or number of that to which it 
SppIieH, called the extent of the noun (or notion, which the 
Bonn rejireKAiitH) ; and 

(2) As to the qualities or attributes which belong to 
that to which the noun applies, called the content of the 
noun (or notion, which the noun represents). 

The extent may evidently include one, or aonie, or all. In 
the wntence, Sor-rutei identijien vlrtns -with wisdom, only 
one pcrnou is mi'ant by the word, Socratea ; hence this word 
roprcscntM an individual notion. But in the sentence, Man 
ia mortal, it ia clear that the extent of the noun is not 
Individual but general, — that all men are included by the 
Word viiin. The same thing is true of the words viiiue anil 

lUoia in tlio preceding sentence, for these are rfeneral 
1 Comiinro Everett, The Seienct of TImvght, p. 67. 
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They do not refer to particular virtues or wisdoms 
With regard to extent, they differ from maji and simihir 
vords in not being nitmrnHcaUt/ considered. General names, 
like man, vlt-tue, wisdom, are called common nouns. They 
.Can apply to individual objects, or to limited numbers or 
^quantities, only through limitation by adjectives. ThuB, 

U man, tall oaks, much wisdom. 

Common nouns, therefore, being general names, always 
.express general notions. 

When unlimited by adjectives, the common noun (hence 
■the general notion which it represents) always embraces 
the whole extent of that to which the noun refers. 

§ 4. But, as we have seen, the noun (hence the notion) 
lias also content, which will vary as the extent is expanded 
or contracted. 

One might think of a rose as the synthesis of its various 
attributes of form, color, odor, etc. In any individual rose 
these attributes would be uumeroua and perfectly definite. 
The color, for instance, would be white or red ; but in the 
general notion rose, particular attributes can no longer be 
assigned, for only those attributes could belong to rose in 
.general which are common to all roses.* Nouns may then 
be limited by reference to their content. Adjectives which 
modify in this way are called qualifying adjectives, be- 
cause they apply to the attributes or qualities belonging to 
that which the noun represents ; for instance. Black sheep 
are rare. Here the general class sheep is restricted or 
limited in extent by the qualifying adjective black. Iif 
the sentence. The woolly sheep is a timid animal, the word 
woolly does not limit the extent of the notion, for this 
attribute is common to all sheep, unless, perchance, the 
professor of the university of La^ado was successful, who 
Spent many years in trying to raise sheep without wool. 
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Prom what has been said, it may be seen that when the 
extent of a notion is smallest (one), its content is greatest; 
and that when its extent is greatest (all of its class or kind), 
the content is least ; in general, the gteater the extent, the 
smaller the content, and t-ke versa. Thus, the terra animal 
embraces a far greater number of individuals than the tenu 
qiittdntped, but at the same time there are fewer character- 
istics which are common to all animals than are common t^ 
all quadrupeds. The term cat is less than quadruped in 
eftent, but it is nelier in rontent. The same c^n be seen in 
the general terms tree, furest-tree, oak, lehife-oale. Here the 
extent constantly narrows, but the content, i.e., the uiunber 
^of common characteristics, constantly increases. 

£ut, though when loijically considered, extent and content 
of notions are related as indicated, it does not follow thai 
knowledge of content grows rneaijer as knowledge of extent 
enlarges. Were this trae, we should have to say that the 
more the zoologist extends his classes, the less he would 
Iknow about them. 

All effective learning is occupied quite as much with 
eDriching content as with widening extent. It is evident, 
therefore, that knowledge should never be divorced from 
the individual thing, however broa<l its generalization may 



I Not only is the idea of the general notion familiar iu 
r grammar, but it manifests itself iu a nidimentary stage in 
early childhood. How a child forms su(ih an idea may l>e 
seen from an illustration. Supjiose he has observed it 
numlier of dogs of various breeds, but has seen no one of 
them more than once. If there were, say, ten of them in 
all, the external common characteristics of all have been 
observable ten times, whereas the individual characteristics 
of each dt^ have appeared but owe*. Thus, the fact that 
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all dogs have ears has been maiiifesteil ten times, though 
the characteristic of cropped ears, or of silky ears, may 
have occurred but once. So of the muzzle, the tail, the 
legs, etc. 

Savages, as Herbert Spencer shows, form general notions, 
but naturally of a much mora elementary character than is 
the case with civilized races. Indeed, the history of the 
language seema to show that vague general terms preceded 
specific individual ones. As soon as the child can say eat, 
dog, AorM, intelligently, he has passed beyond the individual 
object ; his knowledge has attained to a cei-tain degree of 
universality. As we shall see hereafter, he can truly know 
an individual object only when he can subsume it under a 
general notion, 

§ 5. A general notion is unlike the individual, also, in 
that it canuot be imaged or pictured to the mind. Every 
image in the mind must be individual, and in Iwing indi- 
vidual it ceases to be general. I can imagine or picture 
any individual tree, even one which I have never seen, but 
it remains individual. It is this tree; viz., the one I am 
picturing to myself. It has definite form, color, size ; its 
leaves are of a certain pattern, its bark has a peculiar forma- 
tion. The general notion, or conception, tree, however, 
canuot possess these individual peculiarities, since it must 
include all ti-ees. My general notion tree is rather a general 
rule or scheme for the formation of any individual image 
of a tree. If one thinks of such notions as are expressed 
by the abstract noun, — such as redness, heat, goodness, — it 
is plain that any individual notion of one of these qualities 
would impiy a definite decree, but the general notion would 
include all degi-eea. For example, it would be impossible 
to find a point registered on a the rino meter, which alone 
indicates heat. The same is true to a gi-eater extent with 
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■^he more abstract terms /oire, matter, qiiallti/, being. These 

\ must in truth always be thought ; they eamiot be perceived 

1 individually. (Compare Dr. W. T. Harris, " IlIinoiB School 

Journal," July, 1888.) The general notion is therefore a 

general scheme, or rule, for the formation of individual 

notions, and is usually expressed in a definition. It is a 

product of thought, and has no external, objective existence 

apart from individual objects. It is vain to seek the univer- 

\ sal horse, except sO far as it is embodied in every horse. 

I But the general notion has a truth and reality in these 

[ objects, for it finds a concrete embodiment of Its character- 

[■ istics in them. 

The general notion, in its various stages of extent and 
[■ content, is the necessary result of perception and rejieetion. 
} It is that characteristic of mind that separates human in- 
Ltelligence from the intelligence of the brute, if we may 
L judge from the fact that animals do not use language, and 
rlience do not appear to have any symbols for generalization. 
1 A dog, for instance, has the individual notions, cow, rabbit; 
I nor does he ever mistake the one for the other, though these 
I notions, like the first conceptions of the child, are vague 
' and iodiatinct. But his intelligence appears to stop at this 
f stage. Not BO with man. Man's intelligence sees the 
[ general in the particular ; it discerns the common eharacter- 
l istics necessary to the notion of each individual, and by 
I reflection forms a general conception. This fact, as we 
shall see, has great significance in education, and must 
never he forgotten. 

§ 6. Just as we found it expedient to enlarge our idea 
of the individual notion beyond the ordinaiy notions gained 
through the senses, so, likewise, shall we find it advanta- 
geous to extend our idea of general notions beyond those 
gained from the comparison of similar objects of sense. 
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ItChus, in the multiplication of a fraction by an integer, we 

Ljnay pass by reflection or insight from the concrete iudivid- 

Imal notion of the numerical relations of objects to the 

y general truth that a fraction is multiplied by multiplying 

its numerator, because the mind perceives the universality 

of a mathematical process whenever it clearly understands 

the conditions. From tlie individual example of the afcount 

of displacement by a floating body, we may easily pass to 

the general notion that any floating body displaces its own 

weight of the liquid in which it floats. From the individual 

e of the merit of telling the truth, in the case of George 

r Washington, we may pass by reflection to the general fact 

[ that truthfulness is right, "and that lying is wrong, Noti- 

j the characteristics of several individual circles, we soon 

I find those which are common; viz., plane surface, curved 

[boundary, and equidistance of all points on the circumfer- 

f ence from a point within the circle. From these we eon- 

I struct our general notion of the circle, which in this case 

I takes the form of a definition. 

The general notion, therefore, thus extended and uu- 
I derstood, embraces not only notions of material objects, 

■ their qualities and relations, but definitions, as in mathe- 

■ maticB and natural science ; laws, as the laws of gravitation, 
laohesion, repulsion, etc. ; principles, as of economic or politi- 
f oal life, or of warfare, etc. ; moral maxims, as, e.g., the cate- 
I gorical imperative, — So act that through your own will the 
\ rules of your conduct might Itecome universal laws. 



CHAPTER IT. 
Mvactmon, oa thz assdhlatioii of kxoivledge. 

i 7. Wk liav« seen tliat all knowledge begins with the 
Iri'lividuM notion; but, unless that which is perceived is 
nndfrntood, uii1<^hs it in apprehended by being brought into 
vHnl relation to what is already known, it can do little or 
nothing tt) widen real knowledge; for, only that is traly 
known which is axsiiuilated, or properly related to other 
■IfDientii of knowledge. 

The whole ntentiil life is manifested through these idetu, 
in niitionn, or mmrptu, both individual and general, of 
whiiih we have Ijeen speaking. Perception gives us the 
liidlvldnnl notion; foneeptlon, or reflection, the general ■ 
Kilt to receive a new perception, or individual notion, is not 
nddeKNtirily to understand it. This new perception must 
iint«r into eertaiu relations to knowledge already in the 
yawum\an of the mind, before it can be assimilated or 
ttnderMtood, 

I 0. Iteforn entering upon an extended explanation of 
Appertutptioii, a general view of the subject may be obtained 
by attention to wliat others aay of its meaning and impor- 
tance. 

T<ange, in his excellent monograph upon apperception, 
layH : " The apperception is that reciprocal action of two 
similar notions or masses of notions by which the weaker, 
the more isolated, the individual notion or group of notions, 
i intimately united with those which are richer, stronger, 
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and. more systematically ordered." He continues ; " One 
has no eye, no receptivity, no understanding for that for 
which one has no related thought, no connecting points, 
no rich stove of related concepts." Again, referring to the 

- importance of apperception in the facility and certainty 
with which the mind acts, he says : " Without apperception, 
the mind, with vastly greater effort, would accomplish far 
smallec results. There are few, indeed, who su3})ect how 
much our apperception supports our perception, how it 
relieves the senses of the greater part of their labor, so 
that we hear with a half-attentive ear, and perceive with a 
half-divided attention. The secret of this extraordinary 
result is to be sought iu the fact that the apperception 
refers the new to the old, the strange to the familiar, the 

i unknown to the known, the uncomprehended to that which, 

j as comprehended, forms our spiritual possession." 

Lotze (" Mediz. Psych.," p. 504) says : " Langua^ rightly 

distinguishes between simple perception, and that appercep- 

tioti through which we receive certain impressions into the 

rational unity of our empirical self, and feel their relation 

r earlier experiences and their worth for the further 

t of our personality." 

Lazarus (" Leben der Seele," II. p. 29) says : " By pereep' 

\ tion we understand the reception of an image given to the 
soul through the senses ; by appemeption we are to under- 
stand the reception of an externally given perception into 
the series of similar conceptions already in the mind." 

Kem (" Grundriss der Paedagogik," S 9) says : " The 
fusion of two masses of concepts, or notions, after a pre-' 

I ceding transformation of one through the other, wB call 
apperception." 

Wnndt ("GrundzUge der physiologischen Psychologic," 

I 2 A.ufl. II. p. 206) says; "Perception signifies the entrance 
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of a notion into the field of view ; appereeptiop,, the entrance; 
of a notion into the field of vtein of consciousness." 

Under tlie title Apperception, Dewey ("Psychology," p. 
86) remarks : " If we inquire under what eircumstance* i 
any object or event enters into our inteJleetual life aa^ 
significant, we find that it ia when it ia connected 
orderly way with the rest of our experience. The 
ingleas is that which ia out of harmony, which has no con- 
nection with other eleroents. The isolated, the separate, 
never an object of knowledge," 

5 9. The foregoing definitiona presuppose considerable 
technical knowledge of the terminology and the general 
trend of thought in the psychological aystema from which 
they are taken, so that the actual psychical processes involved 
in apperception are not very apparent to one not familiar] 
with the peculiar terminology. To exhibit these processes 
somewhat more distinctly must now claim our attention. 

It is a fact well known to psychologists that the primary 
function of intelligence is to formulate thought in tlie judg-I 
ment. Whatever can be a matter of thought at all can be,. 
and indeed in the last analysis, must be reduced to the fornii 
of the judgment. The nature of the judgment is seen 
its symbol, or representation, the sentence. This is neci 
"sarily the junction of subject and predicate by the copula, 
expressed, or implied in the verb. There are three possible 
relations between subject and predicate, two of which in 
themselves add nothing to our knowledge : — 

(1) The subject may be more general than the predicate ; 
as. An animal is a dog. 

(2) The subject and predicate may be identical; as, A\ 
dog is a, dog. 

(3) The subject may be less general than the predicate 
as, Carlo is a dog. 



I 



APPERCEPTION. 27 

The first of these forms has no value in extending our 
knowletlge when the subject is understood, since the predi- 
cate is plainly seen to be only a part of the subject. When 
Hamlet wished to withhold information, he said, — 



In this case the subject is a broader term than the predi- 
cate, and already contains it by implication. There is one 
case, however, when this form of the judgment ia of value ; 
viz,, when the subject of the judgment contains more than 
is clearly seen by the speaker. Thus in the judgment, 
This body has meiffht, only one thing ia asserted, but exten- 
sion, impenetrabilitij, origin, purpose, etc., are all involved in 
the subject l>odi/. The pedagogical significance of this fact 
will be dwelt upon later. 

The second, or identical, form of the judgment is useless, 
except when the form of the terma ia different. Thus, 
4 = 4, a ^ a, have no value ; but 2 X 2 ^ 4, or (a + b)' ^ 
a^ -|- 2 ah -f- b^, and other mathematical equations furnish 
us with a valuable instrument for working out reaults. 

The only form of the judgment, therefore, which really 
widens our knowledge is the third, or that in which the 
predicate ia a broader term than the subject. Thus in the 
word earth there is not involved the idea of recolvtion, so 
that when I say to one who doea not know the fact, The 
earth revolves, I have extended his knowledge through the 
synthetic judgment. So in the judgments. Carlo is a dog. 
Most coiral is red, Newton discovered the law of gravitation. 

In every synthetic judgment, the predicate is a more 
general term than the subject, but we need, at this point, 
to perceive clearly the relation of content and extent in 
these terms. Should we think only of extent and content 
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in the strictly logical sense, the judgment, This object is an 
animal, it is plain to see would convey but very meage* 
kaovledge, for the single-celled amreba is an animal, and 
has but few characteristics common to all animals. Should 
1 say in answer to the query, W/iat kind of an animal ? S 
i» a vertebrate, I should greatly enrich the knowledge, for 
the content is much enlarged. Continuing, I say, It it a 
mammal ; it is carniooroua ; if a family is Felidce ; its ffenui. 
Felts; its species, Felis domestic.us Linnwus ; its varl^y., 
Angorensis. At each stage, I have narrowed the extent, 
and enriched the content of the notion of the object with 
which I started. 

But it must be remembered that with a mind which has 
had any considerable esperience, the term, house-cat, foE 
instance, though logically itself restricted to a compara- 
tively small extent, really presupposes the more extended 
terms, mammal, veHebrate, amm,al. 

S 10. We may say, then, in general, that the amount of in- 
formation conveyed by any given predication depends upon 
the wealth of content and the implied breadth of extent 
which the predicate-term has for the learner. If, then, per- 
ception gives me a new notion, I shall evidently understand 
or apprehend it when I can subsume it under some familiar 
predicate having greater extent and richer content than the 
new object of thought has presented to my mind. From 
the standpoint of tlie j'idgment, then, apperception may be 
defined as follows : — 

Apperception is the subaum.ption of a notion, usually newly 
giuen and more or less individual, under a predicate which 
is more complete in content and extent, and which is usually 
older and more familiar. 

Apperception does not always follow perception immedi- 
ately, for years sometimes intervene between the learning 
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I fact and its comprehension. In general, a period of 
reflection commonly precedes the complete apperception of 
a new subject of knowledge; though, as Lazarus says, "The 
apperceiving conceptions usually stand, like armed soldiers, 
within the strongholds of consciousness, ready to pounce 
upon everything that shows itself within the portals of the 
senses, in order to overcome it, and make it serviceable to 
themselves." 

The new is not always apperceived by the old, for it 
often happens that old and apparently well-grounded ideas 
are revolutionized by some new-fonnd truth, which 
compels a readjustment. This has often been the case in 
science. The Coperuican theory of the solar system com- 
pelled a readjustment of the mediaival religious conceptions 
which had grown up in accordance with the Ptolemaic idea 
that the heavens revolve about the earth. 

§ IL Illustr.4TI0XS. — In general, the older and broader 
predicates give the main significance to the new subject, 
but the new al^p gives added significance to what was 
formerly known. When, for example, a child goes to the 
menagerie for the first time, all his mental power is at fii-sfc 
absorbed in taking in the multitude of new impressions 
which crowd upon his senses, and he stands in open-eyed 
wonder before the strange forms of animal life. But if he 
is to understand what he sees, he must begin td apply 
predicates. Old, or formerly conceived, notions begin to 
throw light on the new impressions; while, on the other 
hand, the new notions supplement, fill out, extend, and 
illuminate the old. Thus, if the child comes to the tiger's 
cage, after hai-ing seen a house-cat, and then, perhaps, a 
wild-cat, a jaguar, or any other of the smaller members of 
the cat family, the wealth of old conceptions regarding the 
form, habits, and nature of these animals helps him to 
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form a notion of the tiger much richer than he would have 
obtained were the tiger the first memher of the cat tribe he 
had ever seen. On the other hand, the word cat now h; 
much wider significanee to him than it had before he had 
learned to place the tiger in this category. 

When the child, seeing it snow for the first time, ex- 
claims, "Oh, mother, see how the butterflies are chasing 
one another," he is not consciously using a poetic figure, 
but is simply relating new notions to old ones through 
predication. "These objects which I see falling through 
the air are butterflies. They are chasing one another." 

Another child, noticing the picture. of a serpent, said, 
"That is a tail," Another, seeing a team of mules, ex- 
claims, "Oh, see the horses 1 No, not horses, rabbits!" 
Ajiother remarks, " Papa does not crawl through the fence, 
he unbuttons the bars." 

It is related of certain sailors that they induced a band 

' of Esquimaux to sail with them on a visit to London. The 
sailors anticipated not a little enjoyment in observing the 
astonishment and admiration of the foreign visitors when 
they should behold the wonders of the great city. Great 
was the disappointment of the sailors, however, when the 
Esquimaux walked through the streets utterly indifferent 
to their surroundings. The explanation is simple. These 
inhabitSnts of the frozen North had no store of related 
predicates with which to interjiret the wonders about them. 

I We have no interest in that for which we have no under- 

f-atanding, no related concepts. 
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CHAPTEE III. 

APFEBCEFTION OF INDIVIDIIAI. N0TI0H3. 

- 9 12. We have seen how apperception, or the subsnmp- 
tion of new subjects under old predicates, is the condition 
of understanding. It must at the same time be the condi- 
tion of all interest, for the mind has no interest in that 
which it does not iinderstajKl. Not all things understood 
are interesting, but nothing not understood, iu some degree 
at least, can possibly awaken interest. Tliere are, there- 
fore, two powerful incentives for the teacher to study the 
conditions of apperaeption, — the desire to have his pupils 
■comprehend, and the desire to have them interested. 

§ 13. It might, at first thought, seem that the native 

iBpontaneity of the mind would do all that is necessary to 

bring up thfese related conceptions which are to serve as 

predicates for the new notions acquired through iuBtmction, 

but reflection will show that this is true to a limited extent 

only. Who has not seen children completely baffled by 

[some mathematical relation, which a skillfid question or 

;two would reveal ? Is it not a daily experience of the 

iacher to find pupils failing to comprehend statements in 

lading or grammar or number or natural science or geog- 

tphy, simply because their own spontaneity of mind is 
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not safficient to sapply those interpreting ideas, which the 
teacher might easily cause to appear in conBciousness ? It 
it, therefore, the first i/rcat function, of the teacher to prepara 
the way for the rapid and efficient atsimilation of that 
knoirledge which the ttudi/ hour or the recitation period U to 
furnish. 

S 14, The teacher's activity in this first great depart- 
ment of education is naturally of two kinds: (1) The 
preparation of the child's mind for a rapid and effective 
astimilation of nem knowledge^ and (2) The presentation 
of the matter of instrurtitm in such order and manner as teill 
best conduce to the viost effective asgimilation, 

PKEFAitATION. 

§ 15. From what has been said, it will be seen that this 
terra means that preliminary effort of the teacher, which is 
designed to prepare the mind of the pupil for a ready 
apperception, or assimilation, of the new knowledge about 
to be presented. 

i 16. To understand the real nature of this process, we 
must recur to the first form of the judgment, or that form 
in which the subject involves raore than is seen in the 
predicate. The child when he enters school knows many 
things, has coupled many predicates to many subjects; but 
neither at this stage nor at any subsequent stage of his 

• education has he coupled to hia subjects of knowledge all 
the predicates involved in them. According to the law of 
apperception no child caji really leam and uuderstand any 
new knowledge for which he has not a store of related con- 
ceptions which can be applied as predicates. It may be, 

I and most probably will be, the case that these needed predi- 
cates are held in the child's knowledge only by implication, 

I and that it will need a prejiaratory effort ou the teacher's 
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part to bring the needed apperceiinng conceptions to the full 

coDsciousnesa of the pupil. Preparation, therefore, seeks 

to recall former knowledge, and to bring to couBciouaueas 

I those needed and implied conceptions which throiigh predi- 

) cation should reach out like so many spiritual aims, to 

) embrace and draw into living relations to themselves the 

I new elements of knowledge which it is the business of the 

hour to caiise to appear in the mind of the child. 

S 17. Where, as with small children or in certain kinds 
of oral work, no lesson for study is assigned, this prepara^ 
tion will take place, in general, at the beginning of each 
recitation, though it will often happen that a general prepa- 
ration covering a whole section of a subject may render 
much preparation on daily subdivisions unnecessary. This 
matter will be further discussed under the subject of 
method-u- holes. In classes where lessons are regularly 
assigned in text-books, the main part of the preparation 
should be mode when the lesson is assigned for study. A 
repetition of the same at the beginning of the recitation 
may be helpful. 

The nature and amount of preparation necessary will 
depend upon the mind of the pupil. In general, one year's 
work is a preparation for the next ; so of the work of each 
term or month or week or day, and it is on account of the 
laws of apperception that gaps in education are to be 
avoided. But this general preparation does not often 
sutlice. Though facts enough to explain the new lesson 
may have been previously taught, the mind may, on account 
of forget fulness, or because it is busied with other things, 
remain unconscious of them at the time when they are 
needed to illuminate the new and make it instinct with 
meaning by supplying the appropriate predicates. Or, if 
the mind recalls the older and related conceptions, they 
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I may yet be dim and weak, or may fiiil to appear in the best 
prder, or they may be mere feeble general impressi 
"Under such, conditions, it is needful for the teacher to 
make special effort to put the minds of his pupila into 
■proper relations to the lesson about to be imparted. 

These efforts may be considered in the following order: — 
(1) A elear and attractive statement of the object of the 
leeaon, or the end to be reached. Thus, for example, the 
teaeher may aay, "We have learned that the earth is i 
great ball or globe which is free in space. We will now 
consider whether it is at rest or in motion." Or, "We 
have seen that a fraction is multiplied by multiplying its 
numerator ; let us see if it can be multiplied in any other 
way." Or, "We have found that the nature of thought 
gives rise to the subject, the copula, and the predicate, or 
attribute, of the sentence ; let us see, if possible, what 
property of thought gives rise to the adjective." But little 
thought is needed to see that it would be very unpedagogi- 
cal not to have the pupil understand from the beginning 
what the aim of the lesson is. In the first place, an attrac- 
tive or forcible statement of the end to be reached, helps to 
dispel from the child's mind the distracting thoughts which 
may be sporting there, and to prepare the way for what 
the teacher wants tq impart. Next, it helps to pat the 
pupil into the frame of mind in which it is desired he 
should work. It excites expectation, stimulates interest, 
and allows instruction to begin under favorable conditions. 
It gives the pupil a favorable impulse towai'ds right willing, 
and disposes him to self-activity in the solution of the 
appointed task. But when the end to be reaehed is not 
indicated, the danger is that not only the above-mentioned 
advantages will be sacrificed, but that the pupil, not know- 
ing where he is going, will become confused, eapeeially if 
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\ he is kept long in the dark. He cannot go forward infcelli- 
I gently, nor can he retrace his steps. His miiid is be- 
/ wildered by perceiving results for which he is no longer 
I able to account. But if he advances with a clear conacioua- 
\nesa of the end he is striving to reach, he will not become 
/confused, unless the explanation itself is confiising. 

(2) With the purpose or aim of the lesson about to be pre- 
sented always in view, it is plain that the concepts result- 
ing from the analysis of the present store of knowledge 
should be derived or developed in unbroken and virtually 
connected chain from the beginning to the close; for in 

Lthis way the mind reaches its greatest capability of taking 
■on and assimilating new knowledge. But if the time is 
p spent in recalling past concepts without any regard to their 
co-ordination and logical connection, or in developing the 
non-essential, it is plain that the child's mind will not be 
so ready to apprehend the new lesson in its full signifi- 
cance. The teacher should, therefore, endeavor to discover 
I Tvhich of those main concepts, already within the grasp ot 
I the child, need to be recalled or derived in order best to 
fcjBaBter the new lesson. He should then arrange these in 
r logical order, and proceed to bring them to the child's 
EjBonsciousness in this order. The ease with which this 
Hf^ical arrangement can be secured will depend largely 
hipon the logical arrangement of the subject-matter of the 
laily lessons. If this is what it should be, but little effort 
fat special arrangement is necessary in the preparation. 
I The more remote the new lesson is from the recent study 
|of the child, the more elaborate must be the preparation. 
Ordinarily a few sharply put questions will suffice to place 
the pupils in a frame of mind best adapted to understand 
the new lesson. 

(3) The preparation and the new lesson should not be 
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mixed up together during the preparation, for this is likely 
to lead tpo confusion of thought, and may lead to a lack of 
interest. A foreshadowing of what is to come, however, 
may secure increased interest and mental activity. If, 
when a new truth is presented, a pupil discoveia that he 
had dimly foreseen it, his pleasure in the acquisition may 
be greatly increased thereby. A skillful dramatist never 
fully reveals his jilot ahead of its unfolding, nor does he, 
ou the other hand, ever allow any gitat but entirely unex- 
pected culmination to occur. ) Every stage in his drama is 
a preparation for the next, but not a revelation of itJ The 
revelation of the unknown but not altogether unexpected 
18 a tine art with the dramatist and the novelist, and should 
be with the teacher. 

(4) The preparation should be so extended as to cover the 
entire matter of the new lesson, or such part of it as may 
be regarded a& a method-whole, in onler that time and 
interest may not be sacrificed by tiresome explanations 
after the presentation of the new matter has been begun. 
Wherever much of this appears necessary, it is cei-taio that 
the preparation has been inadequate, or that the matter is 
not suited to the present mental acquirements or ability of 
the pu])ils. 

(B) As to the form of the preparation, it may be remarked 
that a free exchange of thoiiglit between teacher and pupils 
in the form of question and answer, or conversation, is the 
best Anything that smacks of examination is out of 
place, since it is destructive of that free movement of 
thought which is here so desirable; furthermore, it effects 
no valuable result, besides being deadening to a direct 
interest in the subject. Pupils delight in an exercise which 
gives free play to their individuality, nor should this 
free play of thought be rudely cheeked, even though 
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matters important only in the eyes of the cliild should be 
developed. A skillful teacher can easily fjuide the free 
thought of the pupils to the main issue, without checking 
its spontaneity; besides, the announced purpose of the 
lesson makes it easy to keep out irrelevant matter. 

(6) Repetitions, and even drill upon the main points 
brought out, may be profitable, but '^^^eskibition of deep ] 
earnestness of manner or tone is out of place in the prepa- I 
ration. This should be reserved for a later stage, when it [ 
is desired to impress some new truth brought out by the \ 
esson. y 
When the teacher has done as much as he thinks profit- 
I able in way of preparation, he will proceed, as a matter of 
36, to the presentation of the lesson. 



§ 18. It is not to be supposed that the child p 
much knowledge when he enters school that there is in- 
volved in it ail that he will subsequently need to know, so 
I . that a mere analysis of what he now has will reveal all 
[ that he should ever have. In this sense Jac.otot's dictum, 
is in all, is false. New knowledge must be imparted. 
I Old predicates must be supplied with new subjects in which 
\ the predicates are not already involved. These new predi- 
I cations enrich former ones, so that the subsuming of new 
I subjects under old predicates widens and enriches old 
I conceptions, which in turn extend the significance of sub- 
sequent elements of knowledge. Omitting the second, or 
I identical, form of judgment, A is A, which as we have 
I seen is valuable only as a mathematical instrument for 
i ascertaining numerical relations, we come to the third 
I form of the judgment, in which the predicate is a broader 
I and deeper term than the subject. The first kind of judg- 
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Has 

^^Ktnent lin8 boen c.illed nnali/tiral, because an analysis of the 
^H^aubjoct shows that the prediiiate was already involved i 
It, Tlic third, or hist, kind of judgment has been called 
ayuthetioal, because the predicate is something united to 
the subject, — something which is outside of the subject, — 
not implied in it. In the word Carlo is not involved the 
id»a ili)ff, BO that tlie sentence, Carlo is a dog, expresses a 
ti'ue syntlietic judgment. It is evident, then, that if the 
ohllil Is to learn anything new, the teacliing must be of this 
Sytithi^tln, 01' additive, nature. Without the gaining and 
OHHlmllutiiig of new facts, or elements of knowledge, there 
oau be but little advance in mental growth. At this stage 
of our Inviiatlgatlon, ft is entirely immaterial how these facts 
Mi* obtained, so that they are new, not already involved 
in wlint tint pupil knows. Facta may, for example, be oIj- 
ttiintui by Induction or by deduction, or they may be g 
thmiiKh a primary use of the senses; they may be learned 
frnni K 1>ook or fi-om tlie lips of the teacher. In any case, 
pmumtation, sees that these facta are brought to the con- 
■elnusneM of the pupil in such a way tliat tliey may be 
readily asHjmiliited, or, in other wonla, be properly under- 
stood. 

S 19, An exliaustive treatise ou presentation might con- 
sider tlic whole course of development for each branch of 
study, (irul also tlie relations of inter-dependence among the 
varicniM subjects of the curriculum, because each of these 
departments of inquiry has a bearing on the reception and 
fc aesimilation of knowledge. One large German pedagogical 
Kthool advocate the presentation of most subjects according 
Eto what is called the historical stages of vulture ; this posi- 
^0» being taken, on the theory tliat sack child, in its . 
kvelopment, passes through all the stages of thought 
which the world has passed in its historical devel- 
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ppment. We should, therefore, say they present to a child 
any given age that atage in the development of the sub- 
it in which tlie world was at the time now typically 
(presented by the child. For example, Ziller and hia 
ifollowers recommend the following order of topics for 
l^religion and history: fli-st year, "Grimm's Fairy Tales" 
JMai-clien) ; aecoiid year, " Eobiuson Ci-usoe ; " third year, 
lible stories from the time o£ the patriarchs, " Legends of 
iThuriiigia " (Thuringer Sagen) ; fourth year, Bible stories 
im the time of the Judges, then of the Kings, " Nibel- 
ungen Tales ; " fifth year, Bible stories from the time of 
Christ, History of Henry I., Otto I., Charlemagne; sixth 
year, Bible stories from the time of Christ continued, Migra- ■ 
tion of the Nations, Roman Empire and the Pope, The 
Craaades, The Middle Ages, Emlolph von Hapsbnrg; 
fleventh year, The Original Congregations or Churches, The 
Apostle Paul, Disccjvery of America and its first settle- 
ment, History of the Reformation, The Thirty Years' War ; 
eighth year, Instruction in the Catechism, " Fi-ederick the 
Great," The Napoleonic wars for independence, The Eesto- 
ration of the German Empire. 

This school make religion and history the central sub- 
jects for the work of each year, and seek to relate all the 
other instruction to them. This is the idea of concentration, 
according to which no subject of study should be isolated 
from the others, but all school study should be related to 
Bome common center. Other eminent schoolmen claim 
that the arrangement and co-ordination of school studies 
Bhould be quite otherwise, Kut, however interesting these 
topics may be in themselves, they lie beyond the range 
which has been set for this treatise on methods. 

§ 20. The questions of the selection, arrangement, and 
co-ordination of school studies being excluded from our 
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present con^ideratioo, we hare now to examine the gniding 
phoeiplea of a ladooal dailf pfesentacton ef the matter of 
instnction. 

n* I«r ft BieesHTC Omntm. — We have seen 
that any adraDce in knowledge comes by subsuming new 
subjects under old predicates, — tiiat this ia the essence of 
^>perception, or mental assimilation. Bat this mental 
movement is a moremeat in timt- It leqaires a cert^ii 
•mount of time to gain a clear perception of the new ele- 
ments of knowledge, whether these elements originate 
through the senses or through the understanding. It also 
nqaircs a certain amount of time for the predication. 
Besides these two elements, there is an intellectual element 
of thought, which euables the mtud to [lerceire relations 
between new and old elements of knowledge. As has been 
hinted before, there is a reciprocal action between new 
subject and old predicate. If the older and broader predi- 
cates enable the mind to understand the significance of 
the new elements of knowledge, so. on the other hand, do 
the new subjects broaden and complete the former concep- 
tions which serve as predicates,' 

I Dr. W. T. HorriE ta,yi (Bcieenkrani. " PLiloeophjr at Education," pp. 
7B. Tfi), ■■ Perception is iacreaiied immensel; in power by fiddiug to it con- 
ceptiun, whioh briiigii the aid of the generai imoKe in wliieh are Bumiued 
np all pr«rioD> pereeption»: thus peTcepiioii re.eaforced by couception la 
an indiTidual activity re^ofutced by tlie sum-b'tal of tlie race activity, or 
at least by tlie hudi-UiUI oI all [irevious activity ot Itie Baioe indiviiltuil 
u well a* liy what he has leamod from his felluim. Thus, loo. percep- 
tion is still more increased by addiug lo it the thinking activity, which 
percelvM nEcessary relatioiiB. Agnssiz looks at a new lisli from the 
Amazon Itlver, and sees at once its type and its variations : knows at once 
the ^eat mam of its properties, functions, faculties, habits, and history, 
■imply by its clnsaHtcatlon itnder already kuowu geuera, species, and sub- 
cla«se*. Tills enables hiiu to distiAgulsli at once ita variations from tlie 
general typo, and Ui see the siguilicaDCe of its pecoliarities. In the aaiBB 
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t TTpoTi the fact that certain easily distinguishable amounts 

" of time are required for this reception and apprehension of 

individual notions, and the interaction between individual 

and general conceptions, is based thk law of successive 

I.'LEAKXKSS. 

§ 21. This law was first announced by Ratich, and was 
afterwards developed and applied by Herbart aud Ziller. 
According to this idea, the matter of instruction must not 
be presented in the mass, but in small, logically connected 
sections, to each of which, in succession, the pupil should 
give his undivided attention. In this way, one by one, 
individual notions are clearly perceived. But, as already 
explained, individual notions are not assimilated until they 
are subsumed under predicates. It is thus evident that 
after the mind has given its concentrated attention to each 
of the successive sections of the lesson in turn, these sub- 
divisions must be brought into close i-elation and connec- 
tion ; i.e., must through predication be brought into a unity 
in consciousness. To neglect the division of the lesson into 

manner n botanlBt (Prolessor Gray, lor eiamplu) glances at a tree as ha 
passes it rapidly, [roiu the car window. He sees its resemblances and its 
differcnoen, however, in that rapid glance, beeausa he Bnbsumes it under 
all that lie knows ; all that is known, In fact, as the ntcgragale result of 
all obaervatlona foe thousands at jeara. By renognizing its series, olasa, 
sub-class, order, sub-order, tribe, genus, si»ecies, and variety, lie is in- 
stantly in poaaaasiun of inforniation enough to make i, library of books on 
the subject of tiiat one tree. He suw enough, too, in the rapid glance In 
inform himself of its individual ditTeiences, its particular size, shape, and 
condition, in so far as these were pecnliar. Contrast this with the Infor- 
mation obtained by the sense-perception of an observer endowed with 
eicellont sight but no knowledge of botany. Science, which is the 
product nf conception and thinking, thus reinforces sense-perception, 
which demands for ils perfection those higher activities ; and, mce versa, 
thinking and conception, which deal with the universal, or the possibility 
and the process wliich creates particular individuals, demand sense-per- 
oeptlon to take cognizance ol those individuals." 
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minor unities, or sections, would be to sacrifice clearness of 
individual notions, and to get only crude general impres- 
sions of the whole. On the other hand, to fail to s 
the paita of the lesson, and to bring thein 
as a logical unity, would be to leave the mind distracted by 
the apprehension of a confused mass of disconnected details. 

(These two steps, the absorption of individual notions, and 
their apperception as connected, Herbart compares to the 
process of breathing, calling them the insjiiration and expi- 
ration of the soul. Our maxim, step hy step, has to do with 
this process, but it is incomplete, for it suggests only the 
subdivision, without hinting at its purpose, the clear per- 
ception of individuals and their proper synthesis in con- 
scious ness. 
, § 22. The matter of instruction must, therefore, be pre- 
, sented in natural subdivisions, thus giving res ting-place s 
I which allow the mind to recover from its absorption in the 
' individual, aud to fortify itself against distraction by bring- 
i ing its knowledge into wholes. How minute the subdivi- 
f sions of the lesson should be, must be determined by the 
f age and mental strength of the pupils. Arithmetic and 
mathematics in general furnish the most perfect exemplifi- 
cation of the truth of the law of successive clearness, and 
of the necessity of obeying it. If the steps of reasoning in 
a problem are not separated and mastered one by one, there 
is instant danger of confusion, though the amount which a 
pupi! can master at one impulse grows with advancing 
mental ability. The same law holds, also, in all other 
branches. Take, for example, the first lesson in the Second 
Reader, If the boolcs are opened, and the pupils are di- 
rected to read at sight, the probability is that the result 
will be a failure. All the difficulties come at once upon 
-the pupil. Many of the old words will not be recognized 
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fin their new surroundings, while the new words ean of 
course not be grasped at once, nor can the new thought. 
In accordance with this law, the teacher must determine 
what the difficulties are likely to be, and then overcome 
them one by one. He should, for instance, refresh the 
minds of his pupila upon those words of the lesson which 
they have had before, but which they may not at once 
remember. He can do this by writing them upon the 
board in familiar sentences, or by pointing to them on the 
chart, or by spelling tliem out with detached letters. Then 
he must give instruction upon new words. He might, 
when the pupils know the suhieet of the lesson, easily draw 
from them the ideas likely to be found in such a lesson. 
He could then place upon the board the new words repre- 
senting these ideas, and by spelling, syllabicating, phonic 
analysis, etc., impress them upon the minds of his pupils. 
The reading may now proceed witli some prospect of suc- 
cess, for the teacher has observed the law of successive 
clearness, has proceeded step by step.^ 

§ 23. The SerieB, — Since all mental activity presup- 
poses time as its necessary condition, it follows that all our 
perceptions, and knowledge in general, so far as one ele- 
ment does not fuse or coincide completely with another, 
must be acquired and held in time series. TJjion the 
intimacy of association depends very largely the power of 
i-eproducing, or remembering, all the numbers of a series 
when one of them is given. It follows from this, that it is 
a prime duty of the teacher to see that the elements of what 
is presented are arranged in natural series, so tliat intimate 
and lasting associations can be formed. As an illustration 
of how easily even bare words can be held if associated, let 
the reader note the following list of ten words, thinking as 
he reads of how each word suggests its successor : Glad' 



44 



TBS 



atone, qKarry, Masting, dijnamite, Anarchists, ffaymarket, 
meadnw, sheep, wool, protection. Having done this, lay 
aside the book, and repeat the list from memory. It is 
quite aa easy to repeat it backward as forward, or to begin 
with any word of the series, aud recite either way. Hun- 
dreds of words can be associated in this way, and easily re- 
cited forward and backward or from any iutermediate word. 
But if ve take ten uaassociated words, we shall find much 
mental effort necessary to accomplish the same results, 
thus : quarry, Haymarket, blasting, meadow, dipiamite, wool, 
Gladstone, sheep, protection, Anarchists, 

Few lessons can or should be arranged in this artificial 
tray, but the laws of association as presented in our psy- 
chologies should be studied and constantly applied. This 
natural coherence of parts is one of the indications of a 
good text-book. Beware of the book which presents a mass 
of disconnected details. An observation of the laws of 
association in the formation of the series renders learning 
more easy and more permanent. This is especially recom- 
mended for those persons who have a pour verbal, or 
mechanical, memory. 

It is often necessary to form the series, even when direct 
association cannot be appealed to, as in the case of arith- 
metical tables. Time is an important element in fixing 
any series, and especially those of mathematics. Enough 
time should be given, so that any member, rising into 
consciousness, will instantly and surely recall the others. 
Thoughtful and constant repetition is essential to success 
in learning a series of disconnected facts, 

^ iH. Since knowledge is most easily gained and longest 
retained by an observation of the laws of association in the 
formation of the series, it is easy to see that it would bo 
most unpedagogical to make a practice of destroying or 
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breaking up the series, by the insertion of new, or the sub- 
traction of old members. 

t is not difficult to see the loss which must occur in 
' instruction, if, after a series has been laboriously fixed in 
the mind of a child, so that he is master of it, the teacher 
should proceed to undo hia work by breaking up the series. 
Suppose, for example, a pupil learns a map-lesson in geog- 
raphy in a given grade. This lesson forms a series in 
which each member is related to others of the series, and 
I serves to call them up. If now, upon going into the next 
grade, half a dozen new members be inserted into the 
former series, it is plain that the first series is destroyed, 
so that the injected members compel the learning of an 
entirely new series. This kind of procedure would, if sys- 
[ tematically continued, result in the constant formation and 
destruction of series, and thus cause great educational 
waste. If it be found necessary, however, to insert new 
matter into an old aeries, this should be understood by the 
I pupil, and the amended whole be treated as a new aeries. 

It is possible, however, so to arrange instruction that 
l- each new fact taught shall be but an onward step in the 
[ development of the subject, causing only an extension, and 
I not a destruction, of former series. This is illustrated in 
[ arithmetic, for example, in the successive mastery of tables; 
I in history, in the continuation of topics taught in a more 
elementary form in the lower grades ; in grammar, in the 
more and moi-e elaborate modification of the principal ele- 
ments of the sentence by means of words and inflections. 
In geography it would seem that names of places, rivers, 
etc., should be taught in a series but once, and that rather 
[ late in school life. The earlier grades should be learning 
I series which will not need to be destroyed later through 
[ the introduction of new matter. 
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§ S{5. Fixing Series in the Mind. — In order to impress 
it firmly on the mind, and to secure intimate fusion, or 
association of its parts, the series arising from each sub- 
division of the lesson must, without undue haste, be re- 
peated often enough and in enough different ways, so that 
the members will have sufficient time to become firmly 
united (Ziller). 

Next to the formation of the series in instruction comes 
the need of fixing it in the mind. This, as we have seen, 
needs time. It needs, also, a constant attention to the 
matter in hand. Repetition gives the time, and skill on 
the part of the teacher will secure the attention, "Kyeij 
teacher knows that repetition without attention accom- 
plishes little. One of the chief purposes of device in 
methods is to secure the requisite attention for the mastery 
of difficult series. Novelty of device is worthy of consid- 
eration, for what is new claims the attention of children. 




CHATTER IV. 

TBAKSITIOH FBOU ISDITISDAL TO GKSEKAL HOTIOXS. 
UENBKAI. VIEW. 

§ 26. It is a chief business of education to pass fro-: 
Hnctly perceived individual notiotis to clear general notiotts 
(Featalozsi). 

We have seen tliat without individual notions, Jtnowledge, 

Knd consequently education, cannot begin ; and that without 
btaining to the general notion intelligence cannot be 
cman. In these two facta ia implied the truth of Peata- 
)2zi's saying. It ia this truth we try to express in the 
iims, education (ediico), drawing-out process, mental poieer; 
epth of insight, genius, etc. Some have imagined the 
drawing-out process to mean getting from the children facta 
which have been taught to them, and in their original form ; 
i.e., drawing out at the faucet what has been poured in at the 
bung ! If the drawing-out process means anything, it means 
the passing from the particular to the general, the transi- 
tion, through reflection, from individual to general notions. 
If pupils perform this transition but imperfectly, however, 
they become lost in the individual; "they cannot," as one 
writer expresses it, "see the woods for the trees." Who 
does not know people who are able to take no more than a 
microscopic view of things ? Who does not know teachers 
that unceasingly cram their pupils with individual facta, hav- 
^^ ing but little regard to their true meaning and their relation 
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to the significant general truth which may be deriyed ftom 
t]iese facts, in themselves entirely insignificant ? 

Twenty-five hundred years ago, Socrates taught men in 
the streets of Athens, He did not, however, spend Mb 
time io imparting new knowledge. It was not the indi- 
vidual horse, but the universal horse which claimed his 
atteution. He said he was helping men to give birth to 
their ideas. Not ideas which they had, but could not 
express, but general truths implied in their knowledge, 
which they had not been able to derive alone. The 
Socratic method, thei'efore, is but ons of the stages in any 
complete system of instruction. It seeks not to impart 
new facts, uvr to assist in the assimilation or understanding 
of new knowledge through the mediation of former knowl- 
edge, but is concerned solely with the derivation or abstrac- 
tion of the rational content potentially contained in any 
given body of facta ; i.e., it tries to discover what is the 
general, or necessary, truth contained in any given body 
of individual notions. 

) It is further evident that education must make it a 
special business to teach the child to pass easily and se- 
I curely from the individiul to the general, because the 
generalizations of thildren, savages, and uneducated or 
poorly educated persons are very elementary and incom- 
plete. They do not contain all the characteristics common 
to a given class, nor do they exclude all characteristics 
which inhere only in certain individuals. The untrained 
thinker is content with ti/pes chosen from among individu- 
als ; so that, even in the formation of general conceptions 
regarding things, the mind must he trained to distinguish 
the essential from the non-essential. But if this is true in 
things, how much more must it be true in regard to a per- 
ception of the necessary relation of things, and in respect 
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to what is essential and what is non-essential in character. 
Any general, for iEstanee, knows enough to fight when he 
13 surrounded and attacked, but not every one sees, as Grant 
did at Chattanooga, how the placing of a battery here, the 
arrangement of troops there, the forward movement in an- 
other place, will cause the frowning batteries to retreat, and 
the heavy lines of the enemy to roll hack like clouds before 
the sun. Two men may have equal knowledge of the ele- 
mentary forces in physics ; the one sees the relation of these 
forces, and constructs a useful machine, the other allows 
his knowledge to lie inert and fruitless in his mind. Two 
lawyers may have the same knowledge of the facts in a 
law case ; the one sees the relation of things, that is, sees 
the general truth involved in the pai'ticulars, and wins his 
case. He sees the points ; the other sees all but the points. 
The one has learned to pass, by reflection, from the indi- 
vidual to the general ; the other has not. 

The necessity of proceeding from the individual, through 
reflection, to the general, as an educative process, has 
always been recognized by the great thinkers. "Percep- 
tions without conceptions are blind," says Kant, just as 
" conceptions vrithout perceptions are empty." This means 
that intelligence cannot stop with the individual, but 
must through its own activity find the universal in the 
particular. 

Lessing, in his treatise on the fable, says, "Why is 
there in all sciences such a lack of discoverers and inde- 
pendent thinkers ? This question is best ansvfcred through 
another, Why are we not better educated ? God gives us 
the soul, but genius, talent, ability we must get through 
education. A boy whose whole mental powers are, so far 
as possible, constantly extended in every direction ; who is 
accustomed rapidly to compare all that is daily added to 
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his store of knowledge with what he knew yesterday, in 
order to see if through this comparison he does not come 
upon things which were never told him ; who is conatautly 
led out of one science into another ; who is taught to risa 
from the particular to the general as easily as to descend 
front t/ie general to the particular again. ; — such a bog must 
become a geniwi, or one can benorae nothing in this world." 
It is our present duty to inquire into the nature of this 
process of passing from the individual to the general, ia 
order to throw as much light aa possible on methods o( 
teaching. 

§ 27, Each general notion necessarily implies a number 
of individual notions to which it relates. It is plain that 
that which is common to two notions cannot be perceived 
as common unless the two notions are both in consciousness 
at the same time. Simultaneity is, thererure, a condition 
of all mental association. There is, also, a constant ten- 
dency to associate in some way things present to conscious- 
ness at the same time ; and, with untutored minds, even to 
associate simultaneous or successive events as causally con- 
nected when no such ri'lation exists. Thus, if certain 
events are observed several times to be simultaneous with 
a given phase of the moon, superstitious people are likely 
to connect this phase of the moon and the events as cause 
and effect. It is evident, at once, that were there nothing 
but the original time connection of perceptions possible, 
our knowledge would be but a chaos of accidentally asso- 
ciated notions, and that any comprehensive general notions 
would be impossible. 

S 28. Themind must, there/ore, be trained to break up those 
accidental, historic assoeiatiojts, and to form new associations 
which shall accord with the true nature of the notions asso- 
ciated. In other words, before any general notion can be 
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^y formed, oiemory must bring together in consciousness, a, 
number of truly and logically related individual notions, 
which were, perhaps, historically separated in the order of 
their original perception. 

^§ 29. We can, then, see likeness and difference in two 
more notions, only when they are simultaneously in 
nsciousness. It is equally evident that, in order to per- 
ceive these likenesses or differences, coniparison of the 
various notions is also necessary. If, in this comparison 
of notions, we pjjsociate those things which naturally and 
of necessity belong together, we are cultivating thought, or 
inaiffht; if, however, we make arbitrary and fanciful con- 
nections, we are cultivating intaginatlon. This discussion 
win be confined to those associations with which thought or 
insight is concerned. 

5 30. Comparison of logically connected individual 
notions is, then, the first step in passing from the indi- 
- vidua! to the general, \Vlien several related notions 
present to consciousness are compared, it seems but a step 
of simple perception, perhaps through the judgment of 
identity {A = A), to see that an element of A is common 
also to B and C. Were tiiftre, for instance, but three indi- 
viduals embraced in the extent of any given general notion, 
and these three could all be present to consciousness at the 
same time, this simple perception of common characteristics 
and their synthesis would suffice to give rise to the general 
notion of these things. B\it it can easily be seen that any 
newly perceived object must at once be subsumed under a 
class, even though it be the class fkinr/, or animate fhing, 
or ifianhuite thing, or animal, or vegetnbh, or vertebrate, or 
invertebrate, etc.; so that the vital question is, How do 
new classes arise ? What is the process through which the 
mind passes in arriving at universals ? This is synony- 
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moua with the question, What is the nature of inductio 
The subject of induction has been treated at length by J 
many learned men, but it has remained to Dr. William 1. fl 
Harris to strip the subject of its mistiness, and to present J 
it so clearly and simply that any ordinarily trained mind 1 



§ 3L To his explanation we will now address ourselvea, 1 
Intimately connected with the subject of induction is thatl 
of apperception, already discussed in a general way in theae'ff 
pages. We have found apperception to be, as a general ^ 
thing, the subsumption of new subjects under older, wider, 
and deeper predicates. We shall now find that Dr. Harris 
explains this process more exactly and from a difEerent 
standpoint. His fundamental inquiry is, What is the rela^ 
tion of the si/Uogism, as taught in logic, to apperception and 
to the formation of general notions ; or, in other words, 
What is the relation of the syllogism to apperception and j 
to induction ? 

The syllogism consists of a major and a minor premiss i 
and a conclusion. The conclusion has a subject and aJ 
predicate, called terms. The subject and predicate of the 1 
conclusion appear also as terms in the two premises. The I 
subject is symbolized by S, the predicate by P, There is J 
also another tenu appearing in the premises, which servos 1 
to mediate between the subject and predicate of the conclu- 1 
sion, or to bring them together. It is symbolized by the « 
letter M. We have now three symbols of terms which! 
appear in the syllogisms. But these symbols may be diffep-J 
ently arranged, and according to the three cliief arrange- 1 
ments possible, we have what are called the three figures 1 
of the syllogism. 

> nUnoii School Jonmai, Nob. 88, 88, 90, 1888-89. 
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FIRST FIGUKE. 

(1) Mis P; Man is mortal. 

(2) S is M: Socrates is a man. 

(3) Henue, S is P: Henue, Sotrates is mortal. 

Here the middle term (M) is the subject of the first 
premise aud the predicate of the second, and uiiites the sub- 
ject and predicate of the couclusioQ, because it contains the 
subject (Socrates) and is itself included uuder the predicate 
. (mortal). 

SECOND FIGURE. 

(1) S is M : This animal bai-ks. 

(2) P is M: Dogs bark. 

(S) Hence, S is P: Hence, this animal is (probably) a dog. 

Here the middle term (M) ia the predicate in each pre- 
mise, and unites subject and predicate of the conclusion, 
Jeeause it contains both subject (this animal) and predicate 

f (dog)- This figure is valid, or invariably true, only in the 

I negative. Thus : — 

(1) S is M : This animal climbs trees. 

(2) No P ia M : No dog climbs trees. 

(3) l^Ience, S is not P : Ilencc, this animal is not a dog. 

Ab we shall see, however, apperception starts with the 
I Bocoad figure, even though uot valid, and fortifies itself by 
[■means of the first. 

THIRD FIGURE. 

(1) M is S : All men are animals. 

(2) M is P: All men are rational. 

(3) Hence (some) S is P : Honce, some animals are rational. 

Here the middle term (M) is the subject of the premises, 
land brings the subject and predicate of the conclusion 
r together, because it is contained in them both. 



I 
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In the case of the apperception of objecte perceived 
tlirongh the senses, perception precedes apperaeption ; that 
is, the process begins with partSmlarf, or attributes, and 
hence, if any figure of the s.vll(^sin is implied, it must be 
the second, for in this case the middle term (Jf) is an 
attribute. To illustrate : Suppose I see a moviiig object in 
high gnss. It looks like a tail curled over a back. Tha 
Blind would act as follows : — 

(1) That is s Uil curled over a bmck. 

(2) Dogs curl their tails oTer their backs. 

(3) Heni-e, this object is (probably) a dog, 

or, according to the formula of the second figure, 

(1) S is M. 

(2) P is M. 

(3) Uunce, S is P (probably). 

Accordingly, the iirst stage of apperception is taken by 
means of the second figure. But I wish to be sure, and I 
now proceed to test the correctness of my conclusion by 
the first figure of the syllogism, and I think 

(1) All dogs hare ears of a general type, four legs, a certain 
t general ishape. etc. 

(3) This object has these characteristics. 

(3) Hence, this animal is s dog. 

I or, according to the formula of the first figure, 

(1) M la P. 

(2) S is M. 

(3) Hence, S is P. 
Proceeding further with the identification, I think 

(1) Jly dog. Don, has one blaek ear, a white body, a slight 
I limp in one hind leg, etc. 

(2) This dog has these chamcUriatics. 
(8) Hence, it is Don. 
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I[ When the process of apperception ia analyzed, we find 
that it begins with a tentative identification of the new 
object of perception with some well-known object, through 
the mediation of the second figure of the syllogism j and 
that this first identification is verified or rejected by means 
of the first figure. Of course, it is not meant here, that 
children or even adults consciously use these syllogistic 
figures, but only that this is the natural movement of the 
mind in apperception. 

We come now to the question, How do general notions 
arise ? or, in other words, What is the process of mind in 
induction ? 

When the third figure is examined, it is apparent that it 
can be used only after the first two, for their action is pre- 
supposed in both major and minor premise. To say, all 
men are animals (AI is S), is to recognize the subject 
(animals) in the middle terin (all men). But this is the 
process of identifying, as explained through the second and 
the first figures. The same is true when we say, all men 
are rational {M is F). Thus, in the third figure, there are 

itwo identifications, both involving the second and the first 
figures of the syllogism. 
The third figure, as we have seen, is 
i 



(1) M is S. 

(2) M is P. 

(3) Hence, S is P. 



To see how this syllogism acts in giving us a new class, 
let us suppose that we are familiar with the common work- 
horse only. Now we see a very large dapple-gray animal, 
which by the other figures we find to be a horse. The 
following results ; — 

(1) M is S 1 This object is a horse. 
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By a second identification, we have the second premise, 

<2) M is P: This object is very large, is dapple-gray, etc. 
(.1) Hence, Bome horaea are very large dapple-grays (oi 

OOloi'H). 

We will csall them Norman horset. We have note fimn a 
iIh'jIb observation the basis of a neio class. If no more obsei^ 
vatioiis are made, this basis will remain only a pot 
cloHB, — it win not becoiae actual. Bnt should 
obHervation give ns new objects which can be ideni 
belonginR with the object first observed, a well-del 
will arisR. 

An important question now arises: What sort of charao- 
teriatics shall be chosen for the formation of new classes ? 
Should a nuinbfr of miscellaneous articles be placed before 
A child for classification, accidental and oou-essential charao- 
teristicM might be chosen as a basis, rather than more essen- 
tial ones. Scientific classification always seeks a vital or 
Musal basis, while persons in immature stages of tboi^ht 
Are content to classify according to characteristics which 
appeal most strongly to the senses. We may, therefore, 
distinguish two bases for new classes : (1) external, obtru- 
sive characteristics; and (2) vital, or necessary (causal), 
Chnracteristics. In the classification of animals, external 
. narks of color, shape, size, presence or absence of appeud- 
Igen, may Ik used as the basis; but the naturalist looks 
deeper and clas-tifies in accordance with characteristics 
which seem necessary to the existence of the animal; ss, 
e.g., the various organs for obtaining, masticating, and 
digesting food. For instance, a certain kind of animals, 
•ay, ruminants, might be loosely classified according to their 
Dorns or their hoofs, but a classification based upon the 
liiunber and kind of teeth would be subject to far less variai- 
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; for the teeth bear a much more intimate relation to 
'the existence of the auimal than do either horns or hoofs. 
The iniod approaches scieutiiic claasilieatioii through many 
stages of convenient though loose clasaidcation, so that it 
becomes a great problem in eduiiation to know at any given 
stage of the child's mind just what degree of abstraction it 
is capable of attaining in each study. 



— Tbe habit of generalizing upon InBuffleient data Is a most 
ae, and U often indulged In, even by well-educated people, 
it tliey happen Co make obsi^rviLllons in an unfamiliar field. The fol- 
lowing incident will illustture Ibis point. An American professor was 
ti'avetliig In Gerioany, and being a little late, one summer day, hod 
to run in order to catch bis train. Tlils, of course, started the perspira- 
tion, and, tearing be inigtit take cold, the piofessor drew on Ids over- 
coat when he readied the car. A Geiman had been an interested 
observer of the incident, and learning eoon after that the professor 
was an American, he took out his notebooli, and wrote as follows : 
" Amoriciina put. on their overcoats when they get warm." The pro- 
fessor, who had bcyun lo fhat with llie German, noted the action, and 
suspecting souieUiing of ils purport, asked the German what he bad 
written. U|ioti being told, tlie professor laughed, but made n 
luent ill remonstrance, boon after, the conductor c. 
being an acquaintance of the German, stopped to chat with h 
fltially offered him a cigar. The German replied that he did not 
amolce, but liked to have something in his mouth, and that conse- 
quently he usually held his lead-pencil there. Upon bearing this, the 
professor drew out his uotebook hastily, and made this entry ; "Ger- 
mans do not smoke cigan, they smoke lead-pencils." The German, 
of course, saw the action, and inquired its purport. Upon seeing the 

V«ntry, he laughed, and proposed that both of them should revise their 

BihBieralizatioDa. 

F 

^ S 32. As we have seen, the general notion in the 
restricted sense is symbolized by the noun. Nouds are, 
therefore, in themselves abstract terms. It is easy to under- 
stand why the education which was based upon the word 
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alone shonM become meaningless and formal, and we do 
not wonder that I'estalozzi revolted against it. He insisted 
that, instead of presupposing such an acquaiDtatice witli 
nature, and such an experience in general as wonld give a 
meaning to these abstract terms, tfte educator tkould proceed 
to glee the child m» experience of the individual, so far as he 
does not ponsess it, and then lead him by his own thinking 
to the general notion, which is symbolized by the noun, or 
expressed in defiuitions, rules, maxims, etc In this way 
the word becomes a living force, instead of a dead form, 
(fence arose the motto, Flmt the idea, then the vord. 
This motto, if properly understood, is true and valuable, 
but may be easily misiuterpreted. It is evident that, with 
littlfi children, fur instance, the motto cannot mean that the 
Idea, or general notion as it really is, must be developed in 
fitfl logical completeness so far as extent and characteristics 
'wB concerned. If this were bo, the child should never 
have the word eat given to it until it had mastered a 
zotilugical system ; nor could it acquire the word line until 
able to master the metaphysical conception of extension in 
leTigth, but without breadth or thickness, and until an ex- 
perience of lines of all sorts, straight, curved, and broken, 
hod enabled it to arrive at a true logical conception of the 
Une. 

At first, the word, though itself abstract, is to the child a 
sign of an individual object; and, heuce, at this stage, to 
give the idea Iwfore the word is to show the individual oh- 
jeat. Later, the word becomes a symbol for some notion 
not definitely limited in extent and content, which serves 
as a type. This notion is often an indistinct image, only 
the main characteristics being emphasized; it is well illus- 
trated in composite photography. In this stage, to give 
idea before the word would lie to develop a logically 
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imperfect general notion from the particulars which may 
be at hand. In the third stage, the word is a sign of a 
scientifically complete general notion, as the word tree was 
to Professor Gray, or as the word line is to the mathema^ 
tician. To give the idea before the word here would be to 
gain the ends of all knowledge before learning the common- 
est words of childhood. Long before this stage is reached, 
the word has been learned, and comes to the tea«her as 
one of hia greatest aids. Scientifically, to give the idea 
before the word, means nothing more than to proceed 
according to the law of apperception; i.e., to see that a. 
predicate, greater in extent and content than the subject, 
can be applied by the child. If the predicate is only a 
little broader than the subject, there will be some appre- 
hension of the new idea. The more complete the predicates 
are, the more complete the apperception will be. 

§ 33. If the present view ia correct, there must be con- 
slant progress from the individual to the general at all stages 
of school life. There must also be a constant progress in 
the character of the general, from those primary stages 
when types more or less individual iu character represent 
the universal, and when accidental characteristics form the 
basis of classification, up to the complete, scientifically 
perfect general notion, which is the ripe final product of 
properly conducted education. To discover these varioics 
stages totoards logical completeness in the general notion for 
all ages of childhood and youth, and in all school studies, 
would be to solve one of our most important pedagogical 
problems. So far as the child is concerned, this would 
imply a power on the teaeher's part to discover at all stages 
the limit of the child's power to generalize ; or, in other 
words, to unify common characteristics in whatever realm 
of school study; to make valid generalizations. Too many 
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of oar anthon talk as if tbera were a long period of the 
child's life in which he cam do little but observ-e, wlien the 
perceptive powers absorb the whole energy of the miad; 
sod that, consequently, the sole duty of the teacher is to 
cram the mind with facts, making little or no effort, coa- 
■eioDS or tmconsdoos, to enable the ehild to see the nniver- 
aal which nnderlies the particnlar. This is certainly an 
erroneous and iujurions view. 

Tliat what has thus Ear been said is in fait accord with 
the true spirit of the reform ioaagurated by Pestalozzi, may 
be seen from the following quotation : " When I considered 
the whole of instroctioo, or, rather, instruction as a whole 
and in connection with the actual condition of the masses 
of children who are to be instracted, I coald not conceal 
from myself that the school instmction, as I actually saw 
it, was wholly unfit for the great public and the lower 
classes. The feeling began, day by day, to develop in me 
that it was essentially impossible permanently to remove 
the great mass of school evils, unlets feackera eould arriire 
at the point ichtn theif could lubordlnute the mechanical form 
of all iattruction to the eternal laws, wherrby the human 
I apirit riseg from sexsE pebceptioxs to clear gkskrai. 
CoxcKPTioxs (general notions). In those laws I thought 
surely to find the thread out of which to weave a univeisal 
psychological method of instruction. 

"(I) Leam, therefore, to arrange thy perceptions, and to 
complete the simple before proceeding to the complex. 

*' (2) Further, bring together in thy mind all those things 
which essentially belong together, in the same connection 
in which they are actually found in nature. 

" (.'!) Strengthen and intensify thy impressions of impor- 
tant objects, by bringing them nearer through art, and by 
- mnkijig them act upon thee through the different senses. 
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" (4) Regard all the effects of physical nature as absolutely 

"" necessary, and recognize in this necessity the result of 

the power with which they unify their apparently hetero- 

geneouB elements to the realization of their purpose ; and 

f let the art with which thou, through instruction, workest 

&pon thy race, as well as the results which it effects, be 

■elevated to a like physical necessity, so that in all of thy 

loing, all means, however heterogeneous in appearance, 

work together for the accomplishment of their great pur- 

This, then, is the great merit of Pestalozzi, that whereas 

{the men of bis time began instruction with the abstiuct, 

with words whose content was rmkuowu to the children, he 

Jbegau with the individual things, from which alone the 

pibstractions could gain any significance in the minds of 

she pupils. Instead of presiipposing an experience, he 

F-Bnpplied one. Instruction is ever swinging between two 

extremes, tinderived generals, and ungeneralised particulars. 

Undue conservatism tends to the former, and unthinking 

radicalism to the latter. Pestalozzi struck the golden 

mean, when he said, the mind ?nust ever rise from clear 

idividual to distinct general notions. 

SPECIFIC CONSIDERATIONS. 

§ 34, In our analysis of the nature of abstraction, or the 
issing from individual to general truth, we found that it 
arises, in general, through the comparison of related indi- 
vidual notions, and a positing, through induction, of the 
universality of the perceived common cliaracteri sties. It 
ITrill now be helpful to distinguish between mathematical 
Pand non-mathematieal generalizations, since the two are 
l quite unlike. 

§ 35. Men never cease to dispute about the significance 



62 2EE ESSENTIALS OF METHOD. 

of historical or social or economic facts, so that new geuer- 
alizations are constantly formulated concerning them ; but 
when once tlie conditions of a mathematical problem are 
understood, there can be no further controversy. The 
generalizations of mathematics appeal to the mind as 
universally and necessarily true, as soon as they are per- 
ceived. In the idea »traigklne*s is not necessarily involved 
the idea shortness, but the mind has only to think a straight 
line between two points to perceive that this line measures 
the shortest distance between them. If it be desired to 
deduce a rule for multiplying a fi-action by an integer, a 
bingle problem will suffice as well as a thousand to bring 
the mind to a knowledge of the law and a belief in its 
universality. Suppose the illustrative problem to be, multi- 
ply J by 2. Let two pieces of paper having the same shape 
and size be taken and folded into fourths. Tear olf ^ from 
each. What now remains of each is |, If, now, the nature 
of multiplication is already understood, which must be pre- 
supposed, the child will see that 2 times }, or 2 'J's of 4ths, 
equals the value of the two remaining pieces of paper, or 
6 fourths ; i.e., the number ■ of parts has l>een doubled, 
their size remaining the same, and lience the value of the 
fraction has been doubled by multiplying tlie numerator 
by 2. In general, viultipli/iny the nuvierator of a fraction 
■multiplies the value of the fraction, because it multiplies the 
numbcT of parts, leaving their size the same. Again, take 
the two pieces of paper, each containing J of the original 
paper, iind arrange the 6 fourths into groups of two each. 
We find that there are three of them ; but two fourths 
equal one half, hence f X 2 := ji o"^ this fraction is multi- 
plied by 2 by dividing its denominator by 2, for though 
the number of parts is the same, their size has been 
doubled. In general, dividing the denominator of a fraction 
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mmiultiplies the value of the fraction, since it ■multipliea the 
mtiite of the parts, leaving their number the same. 

■ So of any matliematical truth, if it is once brought clearly 
K)0 consciousneBS, its universality is at once felt, la it not 
B& sin that pupils should be taught arithmetic for years, 

■ "without ever having been made conscious of the necessary 
tvalidity of the rules and [ninciples they constantly use ? 
iDaily experience shows that pupils may finish arithmetic 
I in the high school without having grasped the tnie mean- 
liug of even so simple a proeeaa as subtraction. Thus, if a 
I pupil holds 8 sticks in one hand and 3 in the other, he 
I will usually stand in confusion, if asked to show with the 
R'objecta how many more there are in one hand than in the 
L other. It is not necessary to wait until the pupil can per- 
form algebraic and geometric demonstrations of general 
mathematical truths before giving him any insight into 
them ; but this should be done through the presentation of 

i or more individual illustrations, when there is first 
id of using the generalization. 

i 36. Next to mathematical general conceptions come 
t those having to do with external nature. With mathemat- 
s all is exact and limited ; with nature, on the contrary, 

■ inexactness and uncertain extension prevail. The notion 
Y:tria,n'jle may easily be defined with exactness ; not so the 
lnotion horse. But here as eveiywhere, we must begin with 
Ithe known individual. In natui-al history, individual ob- 

■ jects must be carefully compared, their likeneases and 
Bdifferences noted, the accidental distinguished from the 
■apparently essential, in order that the general notions may 

[ain as much clearness and universality as the age and 
[ability of the pupils permit. So in geography a child's 
•eoneeption of a mountain, a river, a lake, an ocean, should 
Bbe baaed upon what he has seen, first in nature about him, 
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and then in pictorial representations. In physics, experi- 
ment should lead to the dopelopment of physical laws. 
Here we have, as in mathematics, an a priori element; i.e., 
the necessary belief of the mind in the uniformity of cauaar 
tion. Like causes always produce like effects, provided ths 
conditions do not vary. If, therefore, the principle ot, 
the siphon is grasped in an individual case, it will be 
understood in any other like case. 

§ 37. To develop true general notions concerning politi- 
cal or social or ethical affairs is far more difficult than to 
do so in the realms of mathematics and the physical unir 
verse; first, because the senses cannot be appealed to, 
and, second, because of the infinitely more complex and 
entangling conditions. Compare such notions as state, nor' 
tionalUy, society, justice, legal right, irtoral good, with those 
of triangle, division of a fraction, mountain, lever. The com*- 
plexity of the former is in sharp contrast to the relative 
simplicity of the latter. Instruction must, however, retura 
as ever to the individual embodiments of these ideas ; foE 
it ia the universal law of all correct instruction that th» 
general must be preceded by the particular, for there is no- 
other way in which it can be understood. By this state-, 
ment is not meant that pedagogical device is limited to one' 
procedure. It may be that a mind can best be aroused by 
having some startling generalization hurled at it, whichj, 
however, can only be understood through much particulart 
zation. Many good text-books introduce a topic by statii^i 
some broad general truth or law concerning it, but no goo£ 
text-book assumes that the statement of a wide-reaching 
law is sufficient to explain and establish it. For eKampIe>| 
Avery's " Elements of Natural Philosophy " begins al- 
most every topic with a definition, which is the expression- 
of a general notion. Thus, at the head of the chapter on 
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machines is this: "What is a Machine? A machine is a 
contrivance b// means of which the puwer can he applied to 
the resistance more advantaijeouslij." Then foUowa a dia- 
cuBsion of what is contained in this definition. 

It matters not, therefore, whether one's general course is 
inductive or deductive ; this will depend largely upon the 
suitject, and the mental maturity of those who are to pursue 
it. But one thing is sure, there will never be any clear 
grasping of the significance of a general conception, until 
it has been tested at least, by individuals which are ranged 
under it. 

For the reason, then, that we first grasp the general 
through the particular, all ethical instruction should pro- 
ceed from individual eases of action involving a moral eon- 
tent. Hence, it does not suffice to preach in school, except 
from the text of an actual event. Children can best get 
the first points of crystallization for moral truths from 
stories involving a moral content. Here the emotions are 
not unduly aroused, as they are likely to be where the 
action is one that touches them personally, so that the 
iri'ational nature of wrong action appeals to the under- 
standing as well as to feeling. History fulfills its noblest 
mission to the ra«e on account of its ethical content and of 
the individual nature of the presentation. Every deed of 
heroism, of benevolence, of charity, of patriotism, is a con- 
crete embodiment of a precious virtue ; while every mean, 
cowardly, dastardly act is an individual protest against 
meanness, cowardice, or villainy. We can only continue 
the deposit aboiit these starting points, until at last the 
sold is strong in itself to stand against temptation. 

S M. Most difficult of all is the formation of true 
general conceptions in the realm of ffisthetic and religious 
truth. Here, again, we can but lay the beginnings of cor- 
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rect ideas, and, as before, only by starting with individual 
illustrations. Call attention to the beauty in the flower, 
the tree, the bird, the landscape, the heavens. Awaken 
the first love of the beautiful in art by contrasting grace 
and beauty with ungainliness and ugliness. Teach rever- 
ence for age, for authority, for law, for the name of God. 
Awaken the feelings of love and thankfulness, in return 
for love and benefits. 



CHAPTER V. 
THE RETURN FBOM GENERAL TO INSimiUAL HOIIONS. 

§ 39. We have thus far considered two grand stages of 
rational methodology ; viz., the apperception, or assimilation 
of individual notions (preparation and presentation), and 
the transition from individual to general notions. One 
more equally important stage remains. This is the return 
from general to individual notions, or the application of 
derived universal s to new parti cidars. Says Lange (Ueber 
Apperception, p. 129), " We have fallen fi-om one extreme 
to the other : whereas, formerly a hai-d and lifeless instruc- 
tion laid the chief emphasis upon the memorizing of the 
text, it is the custom of our times largely to neglect the 
application of that which is learned; consequently, the 
ever-repeated complaint, that though our youth indeed 
know a great deal, they can do but little, that they possess 
indeed knowledge, but little capacity and readiness to act, 
and that upon leaving school, the knowledge largely dis- 
appears. Where drill and application are lacking, ivliere a. 
line of thought is developed, but in complete isolation from 
related thought, the capacity of applying this knowledge 
to its natural and appropriate field is soon lost, no matter 
how clear the original thought may have been." Pestalozzi 
goes even so far as to say (" How Gertrude," etc., XII.), " It 
is perhaps the most frightful gift which an evil genius makes 
to his age : knowledge without capacity to do." 

Why this stage of right method is so necessary and 
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what are its essential features, will appear iq the following 
sections. 

g 40. Kant stated a profound and many-sided truth 
when he said that notions without perceptions are blind, 
that they are mere empty forms. The man whose whole 
knowledge consists of abstractions has indeed a barren 
mind. He is able to deal in nothing but glittering gener- 
alities, so that his thinking pertains but slightly to the 
practical affairs of the world, in which alone man's destiny 
can be wroiight out. Nor should we imagiue that such 
thought marks more than an elementary stage of mind. 
Philology shows that langu^e did not begin with the con- 
crete and gradually extend to the abstract, but that it began 
with the vague, the general, the indefinite; as, with tha 
verb, which represents no thinr/, but an action or a state, 
and with the pronnim as a vcrh-sufRx, not indeed to repre- 
sent a noun, but to manifest a relation between the specter 
and the object of thought. 

There must be a rich content of knowledge, as well as tht 
generalizations derived from a few particulars. This 
be obtained only by long and persistent application of 
abstractions — a rule in arithmetic or grammar, for in- 
stance — to appropriate fields of new particulars. It will 
not suffice to limit the study of differentiation to the indi- 
vidual notions from which the general was derived. Should' 
a botanist know only the common characteristics of trees, 
the sight of a given tree could arouse uo such wealth o£ 
conception as is supposed in the case quoted from Dr.. 
Harris. Should he know only the individual characteris- 
tics of one tree, his experience of trees would atiU be 
meager and barren. If, then, knowledge is to have a full, 
rich content, as well as universality, the general truth 
gained must be perpetually enriched and re-enforced by 
application to uew particulars. 
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41. There is need of a wide and persistent application 
of general truths, in order that they may become a perma- 
nent acquisition to the child. A principle n thm t' 
for example, even though fairly grasped by th p i 1 will 
soon fade from his mind if extended appl t has n t 
impressed it there. The need of doing th ] i. u ually 
been better recognized in arithmetic than n any th 
department of common school study. The f It f th t,ht 
less teaching in this branch has heretofore been, not so 
much a lack of application, as failure to teach the pupils 
to see the universaUtij of the rules and principles which they 
were using. The fact that the pupils are commonly drilled 
for a long time in the application of arithmetical rules, 
accounts in some measure for the lasting interest which 
teachers are able to awaken in this snbject. 

That pupils remember these rules well is, therefore, not 
surprising, for in this branch they are better drilled in the 
application of principles than in any other. IE this efficient 
drill upon new problems could be preceded by a derivatiou 
of general principles from particular cases, our instruction 
in this branch would be ideally correct. Furthermore, not 
only do pupils soon forget an unapplied generalization, but 
they can make it truly serviceable only by constant use. 
Practice makes perfect. 

f 42. It is needful to practice a wide application of 
general truths, on account of the bearing of such practice 
upon all the affairs of life. The mind must he trained to 
distinguish the essential from the non-essential, the valid 
from the accidental or false, at all times and under all cir- 
cumstances. Man is constantly required to decide impor- 
tant questions which are complicated by details, The 
judge iipon the bench must see the truth through a mass of 
fcconflicting testimony; the counsel before the bar must 
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detect the weak points in his opponent's case, howem 
covered by misleading evidence or argument; the teacher 
most be able to see the most eSectire meaoa of goreraing 
Ilia school, or discover the straightest path to the pupil's 
nnderstaoding; the voter should be able to jodge intelti- 
gently of the probable effect of any proposed political 
measare, however confusing and contradictory the argn- 
m<>iit8 of politicians may be ; the merchant, the manufao- 
tarer, and especially the speculator, needs the ability to 
weigh calmly the great factors, supply and demand, and com- 
petition, in the face of confusing but non-determining con- 
ditions. So in all departments of life, social, political, 
economical, the successful man, be he farmer or warrior, 
merchant or teacher, is the one whose training enables him 
under all circumstances to recognize the important and 
enduring, however much they may be complicated with the 
accidental and nonessential. Such insight is not gained 
by the teaming of individual facts, or by the memorizing 
of universiU truths, but ouly by a constant, efficient applica- 
tion to a wide field of particulars, of general laws which 
have been consciously derived from individual cases. 

S 43. Again, this perpetual return from the general to 
the particular is the most effective means for the c»ordinar 
tion of knowledge. It is too much the tendency of the 
schools to impart knowledge in parallel lines having litUs 
or no vital connection. For example, the studies whoso 
common end is knowledge of the mother-tongue, such as 
reading, writing, spelling, composition, punctuation, grani- 
mar, rhetoric, are usually taught as separate and unrelated 
branches of learning. When related studies are taught in 
tills way, there must necessarily be great waste in the 
labor of learning, and great deficiency in the ready use of 
what is learned. To a greater or less degree, all knowle^e 
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y^ related, all wisdom has a bearing upon every great enter- 
prise of life. To bring the mind to the consciousness of 
this unity of knowledge is one of the great functions of the 
school. The world ia not so much surprised as grieved, 
however, when moral maxims appear to have little bearing 
on conduct, when the forms of religion lack the content of 
daily right living, when book-crammed brains cannot reduce 
their memorized theories to concrete practice. The most 
effective means for this desirable co-ordinatiorr of the knowl- 
edge at the pupil's command, aside from radical changes in 
the manner of presenting studies, is the thorough-going 
application of those generalizations at which the pupil has 
arrived, to all fields of particulars lying within his compass 
of thought. 

§ 44. With the foregoing exposition of the necessary 
stages of all right methods in mind, it is not difficult to 
discover where the prevailing treatment of various school 
studies has departed from correct pedagogical practice. 
The trinity of instruction embraces : (1) the apperception 
or assimilation of individual notions ; (2) the transition 
from the individual to the general (classes, rules, principles, 
maxims, etc.) ; (3) the return from the general notion to 
new fields of particulars. As we have seen, the fault in 
arithmetical instruction has been, not a lack of application, 
but a failure consciously to take the second step ; viz., to 
make the transition from given individual numerical rela- 
tions to a clear apprehension of the general principles 
involved. For example, though a general rule is given for 
division, pupils are rarely led even once to perceive cleaidy 
what is involved in such problems as the following : divide 
10 apples equally among 5 boys; and, having 10 apples, 
to how many boys can I give 2 apples each ? In grammar, 

I however, all of the vital points in instruction have been 
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ignored to a greater or less degree. There haa been, 
in our modeni standard grammars, very little attempt to 
grasp vividly even imlividuat facts of language, almost no 
attempt to develop general principles from individual illus- 
trations, and but meager and formal application of general 
lavs to new particulars. Each subject is usually intro- 
duced by an underived definition, which is illustrated by a 
fiingle sentence, and applied to a few disjointed, often 
meaningless, sentences. Thus, for illustration, we find such 
treatment as the following : " Verbs are divided, according to 
their tise, into Iranaitife and intrartsitttie. A transitive verb 
receives or requires an object to complete its meaning, 
Example. — The servant opened the door. What walls can 
guard wie, or what shades can hide [me] ? — Pope. An 
intransitive verb neither receives nor requires an object to 
complete its meaning. Example. — The sun rues. The 
horse runs." We have for application such sentences aa 
the following: Anna loves her mother. The golden gates 
open, The moon silvers the distant hilla, Mary haa found 
her ring, Eleanor writes poetiy. The snow melta, etc. 

What wonder that countless children have thought gram- 
mar "dry," when they have begun with abstractions whose 
full meaning they were never taught to see, and whose 
application, of the most formal kind, was to meagei. 
amounts of matter possessing often neither coherency nor 
inherent value ? 

We have been trying to discover what the essential ele- 
ments of a good method are. If one or more of these 
elements are ignored or slighted, the method is pedagogically 
unsound, and its results will be unsatisfactory, whether the 
fault be in the text-book, or in the teacher, or in both. But if 
the essentials of right methods are observed, there may be 
almost infinite variety of device in teaching and reciting 
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'the lesson, without vitiating the reaults Thia la the true 
scope for the individualitj of tlip teacher aiid the text- 
book, hut neither teacher nor hook can ignore the esiiential 
forms of true methods without encountering partial or 
total failure. 

Until recently, formalisna governed our teaching of gram- 
The recitation of rules which had lost, or perhaps 
never had, content ; the endless repetition of fonns value- 
less for thought ; and the ceaseless and fonnal iteration of 
the properties of the parts of speech in parsing, long after 
the last ripple of thought or interest had faded away, — 
led finally to a revolt which is almost as irrational as that 
from which it would fly. In a vast niunber of schools, 
grammar proper has disappeared, and in its place has coma 
the "language lesson." This consists chiefly in pi'actice 
upon the art of composing, and is usually accompanied 
with some formal instruction upqji such grammatical forms 
as appear in writing. This is well enough in the element- 
ary grades, but it is not grammar ; it opens the mind to 
none of the great lines of thought to which grammar is the 
gateway, — logic, rhetoric, psychology, philosophy. 

In geography and history the case is not greatly different. 
Text-books in geography often begin with abstract defini- 
tions, of which the child can have little or no apprehension. 
Thus, " The earth is the planet on which we live." Even 
with the simpler notions, such as mountain, river, plain, 
lake, island, cape,, little effort is made to enable the child 
to arrive at proper conceptions, or even to obtain any 
conceptions at all. But perhaps the most serious fault of 
the current methods of teaching geography is, that tlie 
child ia not taught to look within and beyond the individ- 
ual facts he learns. The subject remains in its individual- 
ized stage. There ia no passing from individual to general 
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notions, no application of geographical principles to new 
particulars, For this reason, no geographical fact appears 
to have more than a momentary and accidental relation to 
any other. Under such treatment, geography becomes & 
chaos of unrelated facts, haying no progress, no develop- 
ment, no rational urfification, no end. Pacts are learned 
only to be forgotten, or to lie in the soul isolated and 
devoid of significance. Eitter and Guyot never subjeot 
geography to such irrational treatment, but then their 
books are not popular. They demand some thought on the 
part of the teacher, and thought is the last thing which 
the inexpei-ienced or untrained teacher is able or willing to 
give. 

History, like geography, records a wilderness of facts. 
If our analysis of the essentials of right methods is correct^ 
these facts should be grouped, not only so that they may 
be remembered, but so t!^t the lessons they should teach, 
may appear in the consciousness of the learner. This i 
true not alone of the ethical lessons with which history 
always abounds, but also of the immediate ends for which 
men struggle. "When the objective point for which a war, 
a campaign, or a battle is conducted is once understood, it 
becomes a beacon-light by which the meaning of every 
movement may be examined. Historical facts are then 
vitally related and easily remembered. But to require an 
unthinking memorizing of facts, to impart a knowledge 
whose rational connection and significance depends upon 
accident, and whose application never appears, la to pursue 
a method as unpedagogical as it is easy. 



CHAPTER VI. 

ASDITIOSAL CONSIDEEATIOKS. 



§ 45. A METHOD of teaching which deaJa solely or chiefly 
Srith individual facts, without regard to their logical inter- 
dependence and content, would naturally need to take no 
thought about the most efficient subdivision of the matter 
to be learned, siuce one halting-place would be as good as 
another. Thus, a certain number of words in spelling, a 
given number of places in ,a map-lesson iu geography, a 
convenient number of pages in history would constitute the 
lesson. Only consideratioiis of the time at disposal and the 
age of the pupils would determine these purely arbitrary 
subdivisions. With a. rational view of the function of 
instruction and the necessary form of right methods, quite 
another principle of subiUvision must be observed. In 
accordance with this idea, individual facts miiat be made to 
yield their rational conteiit in the form of definitions, rules, 
principles, maxims, etc., which ^nust in turn have a wide 
application to the whole field of new individual facta to which 
they are appropriate. It is evident, therefore, that there mtist 
be a subdivision of the matter of inatmetion far every impor- 
tant general notion which is to be derived and applied. Thus, 
each important definition or rule of mathematics or gram- 
mar should be treated by itself in derivation or develop- 
ment from individual facts, and in its appropriate applicar 
tion. Here the proper subdivision is almost a matter of 
IB 



I 



[To TBX S8SE7TTIAZS OF METHOD. 

coarse, but it is more diiBeult In the departments of history, 
geography, and natural history, where apparent progress la 
possible without any reflection whatever. In matliematica 
and grammar a separate division or method-whole can 
usually be treated every day ; but in the other departments ' 
named, a method-whole will frequently occupy the time of 
the class for several days. For example, Grant's Chatta- 
nooga Campaign may well be treated as a whole, as the 
working out of a single conception, yet it would ordinarily 
need more than a single recitation to complete the subject. 
In mathematical and physical geography, the subdivisions 
are as plainly marked as in matliematics and grammar ; but 
political geography is in special danger of aimless and use- 
less subdivision. Each group of political facts should ha 
viewed as the manifestation of some idea, the result of 
some cause, social, physical,, or economical; for exampl 
the rise of great cities, the development of manufacturing 
industries, the distribution of population, the prevalence of 
staple crops, the growth of facilities for transportation. 
If a section of country is to be studied, its rivers, moun- 
tains, towns, lines of communications, inhabitants, furnish 
topics for the individual facts; a drawing of the whole 
brings the manifold into a unity ; while drawings from 
memory, the location of important points, imaginary jour- 
neys from place to place, descriptions of people, employ- 
ments, etc., furnish ample application. The younger the 
children aie, the smaller must the subdivisions be. Only 
one caution needs to be given. Care must be taken not to 
atomize the instruction. The presupposition of brains on 
the part of the children must always be made, for they 
come to a thousand conclusions and take a thousand steps 
in thinking, whicli the tesicher need not painfully point out. 
The teacher is needed for those steps which the children 
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jinot take alone, the derivationa and applications which 
"they would not or could not make; consequently, insti-uc- 
tion should deliberately plan for these greater matters of 
education, leaving the smaller ones to an awakened sponta- 
neity of the pupil, or to incidental instruction. With these 
general remarks on the subdivision of the matter of in- 
struction into method-wholes, the subject may be deferred 
until the practical illustrations are reached. 



v 



§ 46. That the relation of the essential forma of instruc- 
tion, as exhibited in this vohime, to what are usually known 
as "methods" of teaching may clearly appear, a brief 
analysis of the latter will now be given. Methods of 
imparting knowledge may be considered from three stand- 
points : (1) tlie learner, (2) the matter taught, and (3) the 
teacher. 

1. tfethods with regard to the learner.— Nothing can 
be learned, except as it is apprehended under the forma 
of thought ; of these, logic exhibits three : (1) the notion, 
(2) the judgment, (3) the syllogism. Knowledge can there- 
fore be imparted in the form of explication, predication, or 
deniimstrafion. 

(a) The forms of explication. — Notions, as the synthe- 
sized characteristics of things, form the elements of thought 
and, hence, of knowledge. The notion of a thing is con- 
veyed in two ways ; (1) by observation, and (2) by the 
words. The first gives the ohjective, or observation; the 
second, the defining method. Observation evidently has to 
do with the first formal stage of instruction; viz., the 
apprehension of the individual notion. Definition is the 
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summary of the aeeond stage ; viz., the transition to 
the general not! a. 

(b) T/ieform of predication. — When two or more notions 
are brought into relation through the copula, we have the 
expression of the judgment, or a predication. When predi- 
cation is made without regard to progress in time, we have 
the detcriptive method : this pertains to the first stage of 
instruction, in which new facts are learned. When the 
predication pertains to that which is becoming, or progress- 
ing in time, we have tlie genetic form of instruction ; this 
may in turn be progressive or regressive, accoi-ding as the 
predication takes the direction of the development or the 
reverse. History, for instance, may be regarded as a de- 
velopment in time, in which the events of one period appear 
as the cause of those of later periods. Like the descriptive 
predication, the genetic belongs to the first stage of instruc- 
tion, — the imparting of information. 

(c) The form of demonstration. — If two or more judg- 
ments are BO related tliat a new judgment follows, the 
syllogism arises. A demonstration must proceed from a 
universal to a particular, or the reverse. The first gives 
the deductive proof ; the second, the ijiductive. Induction 
answers especially to the second grand stage of instruction, 
ior it is the business of induction to derive a universal 
truth from given particulars. Deduction corresponds most 
closely to the stage of application, or the return fi-om 
universals to new particulars. 

2. Uethoda with regard to the thing learned. — An 
object of knowledge is analogous to the notion with its 
characteristics: it consists of a whole and its parts. One 
may begin with the whole and proceed to its parts, or one 
may begin with the parts and proceed to the whole. Thus, 
in geography, the earth itself, or the geographical facts in 
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the neighborhood, may be the starting-point. The method 
which begins with the whole and proceeds to the parts is 
analytical ; that which begins with separate facts and works 
toward the total is si/nthetieal. The essential forms o( 
right methods may be observed with either of these pro- 
cesses ;. e.g.j it is indifferent, so far as observation of the 
essentials of right methods is concerned, whether grammar 
is begun with the sentsTue or with the mord, whether gram- 
mar is taught analytically or synthetically. It goes without 
Baying, that these two methods of treating a subject may be 
combined. 

3. Uethods with regard to the teacher. — Aside from the 

first two considerations, the communication of knowledge 

is realized (1) through the monolof/ue on the part of the 

L teacher, or (2) through the dialogue, in which the question 

important factor. The monologue is important in 

mparting information, in the first stage; and the dialogue 

l^oatechetical, Socratic, developing method), in preparation 

Kfor apperception, in developing the universal from the 

ffparticular, and in applying it to other particulars.' 

1 Compare Vogel, Encyclapedm der Pddagoyik, pp. 67-70. 
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CHAPTER VII. 

§ 47. That the young teanher may have a few illustra- 
tions of the practical workings of the ideas presented in 
this volume, the following working models are offered, 
All that is claimed for them is, conformity to the- essential 
stages of a. correct method; viz., a conscious efEort to 
observe r (1) the apperception of new facta, in preparation 
and presentation ; (2) the transition from individual to 
general notions, whether the latter appear as definitions, 
rules, principles, or moral maxims ; and (3) the application 
of these general truths to concrete facts, i.e., the return 
from universals to particulars. The illustrations cover all 
the studies of the common school curriculum, and often 
several grades of work in each. For many of the illustra- 
tions the author is more or less indebted to others, notably 
to Professor W. Rein, of the university of Jena, and to 
Dr. O. Frick, director of the Frankeschen Stiftungen, in 
Halle. 

LANGUAGE. 

§ 48. Oral language-lesson for the first grade. 

SUBJECT-MATTER. — THE WREN AND THE BEAB. 

I. 

(a) One summer's day, a bear imd it wolf took a walk in the 

woods together. The wolf heai'd !i beautiful song from a bird, 

and a^d, •' Brother Bear, what kind of a bh-d is it that sings a 
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finely?" — " That is the king of birds." said the bear, "and hefor 
him we must t)Ow." It was tliB wren, whi(;h is called the king o 
the hedge. Then said the bear, " If that is so, I should lilie t 
see his kingly palace; come, show me the way to it." — "That 
won't do," said the wolf ; " yon must wait nntil the queen ci 

(6) Soon the king and queen came, bringing food in their bills 
to feed their children, the little wrens. The bear wanted to 
follow them at oace, but the wolf held him back by the sleeve, ' 
and said, "You must wait Tiutil the king and queen are gone." 
Then the bear and the wol£ noticed tlie hole where the nest was, 
and went off. 

(c) But the bear could not rest until !ie had seen the palace, 
aTid after a short time wtnt back to the nest and looked in. The 
king and the queen had flown away. He looked into the nest, 
but saw nothing except five or six young birds. " Is that the 
kingly palace P" cried the bear. "That is a pretty palace ! You 
are no king's chUdren, you are nothing but common diildren." 
But when the young birds heard this, thej were very angry, and 
cried out, " No, we are not common ehiidi'en, our father is king, 
and our mother is queen. Y^ou shall be sorry lor what you have 
I s!ud, Mr. Bear ! " 

(rf) The bear and the wolf began to be afraid, and hurried 
back to their dens. The young birds screamed and scolded until 
their parenla came again, bringing them more food. Then they 
said, " Even if we have to starve, we will not touch so much as a 
fly's leg until you have shown the bear that we are not common 
children. He has been here and has insulted us." 

(e) Then said the old king, " Don't worry, I will soon settle 
fliat matter." Then he and the queen flew to the bear's den, and 
shouted into tie liole, " You old growling bear, why have you 
abused ray children P You shall be soitj for that, for 1 declare 
war against you." Then the war was declared, and the bear 
culled together all four-footed animals to aid him, — the ox, the 
donkey, the deer, the wolf, and all others to be found in tlie 
world. The king called together all the animals which fly in 
UiQ &\r\ not only all the birds, big and little, but all flies and 
gnats and bees and hornets. 
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(a) When tha war waa nbont to begin, the king sent out his 
Bpies to find out wlio the general of the arniy was. The gnat, 
who WHS the slyest of all, flew inio the wooiis where Ihe bear and 
his friends were gathered, and lit on the nnder side of a leaf of 
the tree under which the matter was to be settled. The bear 
stood up, called out the fox, aud said, " Fox. you are the most 
cunning of all aiiinialB, yon shall be our general and lead ns." — 
" All right," said thH fox, " but what sort of signs shall we agree 
uponP" Nobody knew. Finally tlie fox said, "I have a fine, 
long, bushy tail ; it looks like a fine rod plume of feathers. 
When I hold it up, then evei'j-thing is well, and you must niareh 
foi'ward ; but if I let it hang down, tliun run for your lives." 
When the gnat heard this, she fled at onco to the king, and told 
him all about it. 

(6) At daybvenJt, when the buttle was to begin, the four-footed 
animals iiished to tlie plaee with sueh fury that the enilh trembled. 
Tlie king came also with his army, thraugh the air. They whizzed 
and screamed and buzzed until it was dreadful to hear them. 
But the king sent for the hornet and told him to fly down, settle 
on the under side of the fox^s tail, and sting with all his might. 
WTien tlio fox got the first sting, he could not help jumping, but 
he bore the pain, and kept his tail np. At the second sting he 
had to let his tail drop for an instant ; at the third etlng he 
could stand it no longer, but dropped his tail between his legs 
and scvearaed with pain. When the animals saw this, they 
thought everything was lost, and began to run, every one to hia 
den. The birds had won the battle. 



Then the king and qneen flew back to their children, and cried, 
■■ Children, bo happy, eat and drink, for we have won the victory." 
But tlie young ones said, " We will not yet eat. Tlie bear must 
firet come before the nest and beg pardon, and say that we are 
kingly children." Then the king flew to the bear's den, and said, 
" You old, gi-ow!ing bear, you must go to my nest and ask pardon, 
and say that my children are kingly children, or yon will have 
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every rib in your body broken." The bear crept to tlie nest in 
fear, and begged for pardon. The young birds were now satis- 
fied. They ciime together, ate and dranlt, and had a jolly time 
till late iuto the night. 

THEATMUiT. 

The entire story is considered a melhod-whole, bui is subdivided 
I for convenience of preparation and presentation, and of repetition 
by the children. 

(J)l STAGE OF APPERCEPTION. 

(1) Preparation for Sectton I. — We have learned about the 
wolf and the seven kids, also about the wolf and the fox. 
haps you have seen a bearP (Dancing bear, picture.) The 
wren, or th« king of the hedge, is one of the smallest of birds. 
A king lives in a castle. (Pietures.) What is the castle of the 
hedge kingP Who obeys himP (Animals.) Are they always 
peaceful? What do they do sometimes? Who has acen Ihia? 
{Fights between dogs, between cat and dog, etc.) Leaders, 
parties, war, victory. 

(2) Freseotation. — Teacher tells the story in sectiona to 
"bees and hornets," pausing at the end of each subdivision, a, I 
c, d, and e, to have the story repeated by the children. 

\ n. 

(1) PreparatloQ for Section IL — Now, there were tw 
armies who were going to have a battle. What animals were o 
one side? What on the other? What kind of weapons did tiiey 
have? Was each animal allowed to do whatever he wanted t 
Who gave the orders for one side? For the other? General, 
scout, battle. Which side do you think will win? 

(2) Fresentatiou.^ Story in sections a and b, to "the birds 
had won the battle." Children repeat as before. 

< To avoid needless repetition, let it be anderetood IhBt tlic capital letter J 
stands (or ttie etagt of apperception \ B. for (lie traiiEition ttom the IndliidaBl to 
thegeneml notion; and C, (orihe Btage of applicntion.orllie n-turn from general 
Dolloiu [dt-ault1uD9, rules, principles, maxima, etc.) tu uew Individual uotions. 
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(1) Preparation for Sectdon HI — The bear had lost the 
battle. Do you suppose the jrniiig bii'da were entirely satialiml ? 
Why not? What ought tlie liear t« do yetP 

(2) PreBentatdon-^Stoiy to the end. with repetition of the 
varioua sections until all theehildrencanrepeal the whole story in 
good language. Thia will require aeveral recitationa of twenty 
minutea each. 



{B)l BTAGB OF ELABORATION. 

TraiiaUianjTDmparticvlaTt lo generai*. 

(In thia case moral 



1(3) Derivation of notional content. 
axims.) 
The bear was very ciiriouB. He wanted to see what he sup- 
posed would bo the caatle of the king's children. But he judged 
according to appeai-nneea. Do appearances ever deceive F (In- 
stances by the (^hildren.) Did he spealt properly to the young 
birds, even if they hod been ivhaC tlic bear GUppoaedP He 
insulted tlieni. Was that right? What did the fox call the wolf ? 
(See Grimm's story of "The Fox iuid the Wolf.") A glutton. 
Wua this an inaoltP Should children call naiuea P Did tlie 

I young birds put up witli everything ? What did they do P 
FoRMUi^TiON OP Maxims. — (1) Do not judge according lo 
Oppearances. (2) IimiU no one. (3) Guard your good name. 
(1) Do not be overcurious. 
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(4) Application — Examples of children who are too curious. 

If any one ia poorly clothed, what may one not say at once P 
' Should he be insulted P If any one insults yon, how shall you 
Examples. 
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§ 49. 0>'al language-lesson for the second or third grade. 

THE SHIPWRECK. 

Adapted from " Babiiisiui Crusoe." 

They Lail Siiiled seveml weeks, ami Robinson had long since 

I forgotten his latention to return home. Suddenly Ihei'e arose a 

[ second storm, much more fearful than the first. The ship was 

■ tnBsi>d about on the sea like a nutshell, and the waves biYike over 

llie deck eveiy minute. Then Robinson became dreadftilly 

frightened, and thought evciy instant to find his death in tlie 

waves. 

The Btorm lasted for seveiiil hours. All at once Robinson (cU 
a powerful shock. The ship had struck upon the rocks. At that 
instant the sailors cried out, "Tiie ship h^ sprung a leak!" 

The water rushed into the ship. Eveiybody cried for help. 
I^h thought only of saving his own lite, A boat was lowered 
into the sea at otiee, and all spi'ang in. They had not gone far 
from the ship, when a mighty wave upset the boat, and swallowt'il 
up all the men. 

Robinson was also thi'own into the sea by the wave, but he 
succeeded in rising to the surface for an instant ; In the next he 
was again under water. Soon a vrave lifted liiiu up again, and 
he was able to keep his head and breast out of the water for a 
short time. He noticed that he was not far from land. Scarcely 
had he spied the shore when a wave dashed him so violently 
against a rock that he believed his last moment had an-ived. 
But he had presence of mind enough to cling to the rock with his 
arms. This saved hira; for, soon a returning wave dashed over 
him, and would have carried him away, had he not held fast. 
Now he clambered up the shore, but his strength was so "far goae 
that he fainted. 

For a time he lay unconscious. As he opened his eyes, his 
firet words were, "Where amIP" He lool;ed about for the men 
who had been with him [n the boat, but notlilng was to be seen 
of them. They were drowned in tlie sea, and he alone had re- 
mtuned alive. He fell upon his knees and thanked God for faia 
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TREATMENT. 

{Etahorale outline by a student oj Ulino'it Statu Normal Unirerall]/.) 
DetermioQ what aubdl vis ions, If any, are ueedsd. — This 
eeclioQ might be suMiviilL-d into two parts, tha lirst being a 
des:;riptlon of tlie shipwreck as a whole £. . . " and swallowed up 
all the men"), the aeuond relating the individual event concem- 
ittg Hobinson's wouderful rescue (. . . "thanked God for his 
f rcBeue"), 

Tlie idea to be developed out of the first part would be the 
\ tearfulness of a stortn at aeu ; that of the second, the necessity of 
keeping his presence of mind in <Iangei'. But bs It is a second 
storm, it may be supposed that something about such a calamity 
has been siud in the flrat aectlon ; moreover, the two ideas to be 
brought out are so nearly related Uiat the entire sectton can be 
taken as one tneliuxt-whole. 

(A.) 

(!) FreparatioiL — Teacher: Wo have had many stories tliat 

I tell us about life on the land or the continent; this time we 

I may sec, thei'cforc, how things look on water, and what may 

happen when wo are there, — Who has over seen a largo river or 

[ a lake P JIavo you ever been in a ship (here? Yes; Mississippi, , 

r IiBke Michigan, ftta. How is a boat moved? Oars, sails, steam. 

[ Teacher mentions that the luo of steam was not known in 

I fomicr times. Is a voyage on water jileasant, or notP 0, yes. 

But rivers and lakes are not all the water we have. Who knows 

whillicr tlio Mississippi is flowing? The St. l^iwrenco? Any 

' river? Why does the sea not overflow? Nobody. T^eacheri 

1 This seems strange, and I myself studied about that when a boy ; 

[ finally I found it out, and I"ll tell you about it at some other 

r time, if nobody anticipates me. Do you believe there are any 

I ships on the sea? How many? Pupils laughing. Do you Unnk 



Fthey are as large as those o 
I one ? Teatiher presents a pictu« 
f large sail vessel. Did you ever 
1 immigrant. Uow do imni 



lakes? Who has ever seen 
of an ocean steamer and of a 
hear of Europe? O, yes; son 
Ifranls come from there, or how 
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Sirould you get there? Wliy? Do yoii know how the Chinamon 

e to tills country P Tlie aea they have to ci'osa is even much 

larger than that between Amevica and Europe. Do you suppose 

i could see the shore at any time when at seaP Could the 
fVoyoge be made In :i shelter or longer time before the use of 
ateam-powerp What power only was then used to move these 
liu'ge vessels? 

You told me a while ago that traveling on water is verj- 
pleasant Can you think of a case where it would not be au't 
Wind, sweeping away whole towns. What effect will it have 
upon the water P Upon the ship? Tossing. How if the shoi-e 
or some shallow place were near? What of the ship and the 
passengers? Do you think such a case may be foreseen P Can 
the stoi-m be avoided? Can any preparation be made to avoid 
danger? Did you ever see a small boat hung on the side of a 
large vessel? What for? Ans. — I thought it was for fishing 
or bathing. Not quite ; they ore safety-bonis ; a large sea vessel 
has several of them, perhaps a dozen. 

Would you now have corn-age enough to sail in sueh a vessel 
for a far country? A siulor's boy, who could not keep his 
scat quietly, "I should, I should!" You, boys? "O, yes." 
You. girls ? (Doubts.) 

(2) Fresentatian. — (n) Relate the story, being careful in the 
text Stop at the point where the individual story begins. Let 
the pupils repeat thus far; correct false conceptions. Second 

I part in the same way. 
(i) Do not fnten-upt the pupil at every moment ; let him have 
^■his talk," and see what his conception of the matter is- 
I (c) Use correct and logical languj^e, i>i repetition as well as 
pte^rsl time, or the pupils will correct you. 
r (rfj Let the whole section be related, finally the whole story. 
(B.) 

(3) ABk questlonB ^vMch ^rill bring out the general truth 
you -wish to teach. — Had this ship any provisions for the saving 
of life in time of danger? How do you know itP A safctj'-boat 

I lowered. How do you think the passengers felt in that 
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dreodfnl momcDt P Anguiijh. Do you suppose this passage from J 
the Binking ship into the boat took place in good order? No, J 
disorder. Why? Everybody cried for help, thought only ofB 
saving liis own life. Upon what, then, cwi you nof, alwiiya rely ia'fl 
euch acaliunityp Upon the help of others. Upon whom, tliei'0^1 
fore, would you have to rely ? In my own powers. Would ^ow.a 
not think at all to help others P (Indecision.) TeiKher ■■ There are J 
ciampleg of persona who have done so, and it would be well for I 
you to imitate them, bo far as you can. Yet nobody will reproach fl 
you when you think of saving youi'self, too. I 

Could Robinson do anything for the men in the hoat when this I 

"wasupset by tho wave? No. Why? No possibility; all swallowed I 

up. How would you call a man that thints only about his own I 

' safety, though hs could also do something for otiiers ? Sell'sh. I 

Was Robinson selfish? ^ 

Let na see quite clearly how Robinaon came lo save hia life 
when all others were swallowed up. What did he do when tlie 
wave brought him up again? Raised head, spied the shore. 
Would all persons in such a moment recognize what was before 
themp Why not? Did Robinson recognize the shore? ? 
noticed it. Was he not in anguish ut all P Yes ; but not so far aa 1 
to be wholly overcome by it. Nuw let's see what further hap- I 
pened. Again a wave dashed over him and awept him away.." 
Where did he find himself nest? Rock. Whutdidhedo? Wh^ ] 
was the consequence of this ? Saved him. If he had not done J 
that, what would have hajipened P Why would he not have been I 
able lo do anything towards saving his life, even when he had | 
one more opportunity? Fainting. Which moment was this one, 
then? The last and decisive. How did he use it? Very well. 
How could he do so? He wan not overpowered by fear or 
anguish. That's true ; we may say he could still make use of 
what? Of "his senses." Even more than that. That he 
stretched ont his arms just in the right moment was not chiefly an ( 
act of his body, but rather of his mind. What is therefore said I 
of him in the story P He kml presence of mind. 

FoHiiuLATiON oi^ Maxim. — Orie should always keep his pr» 4 
ence of mind in time of danger. 
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I 



(O.) 
(4) Asb qnestdoiiB shotv-mg the application of this general 

tnith-^Do jou know of any i;a3e where you could act like Robin- 
son ? (Pauso.) Yon nrii pcrliajia thinlting about a similar cuse at 
sea, but you do not need to go so fur ; there are aLi'identa wliiuli 
may happen to jou at any time. Suppose you fell into a creek, 
one or two feet deep, would you lie there and continually cry for 
help, or would you try lo get out by yourself ? (Answer.) But 
we have seen that you should also help otliera who ai'e in danger. 
What would you do if your little sister should happen to fall into 
that creek near your house? Ans. — Spring in and save her. 
Why not run home and call somebody else P Might be too late. 
In which case would you show presence of mind ? 

To-raorTOW we shall review this wonderful story, and I shall 
see who can give me more such cases in which you would show 
what you have learned from brave Robinson. 

But there is one point left; who knows P Robinson thanking 
God for his rescue. Why did he do this ? He did not think the 
rescue was onli/ his own work. Truly, bis oivn efforts had beeu 
blessed by hetp from God. A proverb (P) says : ■' Help yourself, 
and Ood will help you." Did he do well in thanking God for his 
salvation ? All : Certainly. Should you also be thankful for his 
help as Robinson was p All : O, yea ; we learned that long, long 
ago. Very well ; and how you can do this, mamma will tell you 
it length than we can do here. 

I. Oral lan(fuage-lesson for third or fourth r/rade. 

PARIS AND HELEN. 

There was onee a sea-god named Noreus, who lived upon the 
bottom of the sea, in a splendid grotto, with his fifty daughters, the 
nereids. The nereids were friendly to men. and whenever a ship 
w:is in danger from storm, they were glad to help the troubled 
sailors. They were all very beautiful, and one of them, Thetis, 
especially so. Even the gods of the sky loved thooi. Now, 
t_there was a young prince of Thessaly, named Peleus, who was 
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also a faTorite of the gods. To him the gods gave the beautiful 
Thetis as his wife- The marriage was celebrated apon Mount 
I'elion. Atl the gods and the goddesses were invitet] to the 
wedding, except the goddess of Disiyird, Eris. Because she was 
not invited, Eris wanted revenge ; so wheu the joyousness was 
gi'entest, she appeared suddenly with a golden apple in her hand, 
which she threw among the guestt. crying, " For the most 
beautiful." Then she ilisappearod. A strife now arose among 
the goddesses, Juno, Alinerva. and Veuus, each of whom wished 
to be thought the most beautiful. They were all indeed very 
beautiful, much more so than any raortul. Juno was the wife of 
Jupiter, the highest of the gods, and was as beautiful as could 
be imiLgincd i whoever saw her, was filled with reverence, i 
icnrcely dared to look up at her. Minerva was beautiful like the 
daughter of a hero ; courage and wisdom glanced from her lovely 
eyes. Venus was wonilerfully lovely, and one could never t 
of beholding her beauty. Since no one of them would give up to 
the oOiers, they decided U> select a mortal as judge. But Eris had 
now her desire, for since strife had arisen, all pleasure was at i 
end, and the wedding guests departed. , 

In Asia in a deep woody vale of Mount Ida, not far from t 
city of Troy, lived a young prince named Paris. lie tended the 
flocks of his father. It was he who was chosen to decide which of 
the three goddesses was the most beantiful. He was one day sit- 
ting in the shadow of a ti'ee, and playing upon a reed pipe, when 
suddenly the goddesses in their brilliant beauty appeared before 
him. They gave him the golden apple, and told him to give it 
to the one whom he thought most beautiful. Juno said to him, 
■■ If you will give the apple to me, I will make you a mighty 
king, and you shall rule over broad lands.'" MineiTa said, "If 
you will give me the apple, I will give you great wisdom, sc 
that men shall praise you as a god. and shall come from afar U 
ask your advice." But Venus said, "My reward to you, if ynu 
decide in my favor, shall be tiie most beautiful wife to he found 
I upon the earth." 

Each reward promised by Uie goddeasea, aa they spoke one by 
one, appeared to the prince the highest that could be desired. 
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But being young', he finally thought there could bo nothing finer 
than to have the most beautiful wife on eurth. Therefore, he 
handed tlie apjile to Venus. ThiR victory greatiy pleased her, 
hut the ottici' goddesses casC their bate upon Paris and his whole 
race- 

^m TRIIATMI3<rT. 

^K {By a Normal Student.) 

Story divided into three sectiojis, each of which ts treated as a 
melhod-whok. 

1 (A.) 

(1) Freparatloii. — Do we ever hear of more than one God? 
Do you think people always thought there was only one GodP 
They used to think the sun was a god, that there was a god of 
thunder, of light, and gods of the sea. Have any of you ever 
seenaseaP Where do you suppose the gods of the sea lived? 
Who baa ever heard or read of a cavo or grotto ? Do you think 
the people supposed the gods were anything like men aud had 
children like men? Do you suppose the daughters of the gods 
worked the same as our girls now work, or as our grandmothers 
used to work when they ware girls? How many have ever 
heard them tell about spinning aud about the spinning-wheels, 
the spindles, ete., they used to use? Can you tell nie what a 
spindle is? Do you think these girls of tlie gods were anything 
like our grandmothers, or your sisters and playmates who like to 
help people when they are in trouble ? 

(2) Freaentatlon. — Story to " They were all very beautiful," 
etc. Repetitions 



r 



(3) Did you ever see a little boy or girl in danger? Coasting, 
iting. Did yon try to help tliem ? 
Formulation. — We must help our friends. 



(4) Application. — What should we do when we see a little 
friend aeoidentally drop his books, or fall, or lose his ball? 
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II, -(A.) 

(1) Preparation. — Where ilo you think Ihc gods of the bi 
lightning, clc, liTtiil? How many can tell whcthi?!' a princo is »l 
gnil or not? llow ranny citn tell mc anything about u princeif.8 
Do jou know what Die wives of tlie goiia were called? Thef 
wcn< goddesses of wisdom, beauty, courage, love, discord, " 
mony. etc. llow many can tell what is meant by discord? 
you Uiiulc the people would be happy where the goddess of Di* 
uurd waaP When some people Ihiiik they are not well treated,^ 
how do they feel? Revengeful. 

(2) Pieaentation. — Story to " A stiife now arose," etc. Rcpe->l 
tition, adding Drst section, 

(1) Piepsratioii. — How many know what is meant bystrifefll 
Do you not think it wonid be strange lo have a strife at a wedding?: 1 
Bring out cliililren's idea of reverence and of any other words they I 
might not understand clearly. 

(2) Proaontatioii. — Story to "In Asia," etc. Repetition of 
whole so far OS learned. 

(B.) 

(3) If some pcnpie do not treat us just as we think we ought lo 
be treated, is it right for us to try to make them unhappy? la it 
right for people to Iry so Ijaiil for a thing that they are unkind 
to eaoli othei' ? Can any one be happy by so doing ? Was It right 
for these goddesses t<i be pi'oud of their beauty P If they had 
been as good as they were beautiful, would they have been so 
jealous of each other? Cannot all people, even if they are not 
beautiful, be good? 

, FoKML'LATiON. — We should not seek revenge. Do iml qtcarrel 
with your plaj/malen. We should not be proud of our good iooka, 
nandsoTiie is as handsome does. 

(C.) 

(4) Application. — If one of your little playmHtoa should try 
to iGiiao you, would it be right for you to be unkind lo him in any 
way? Do you notfot^l sorry when you have had Iroiihle with any 
of yunr playmates P How can you bu happy, then ? If boys and 
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girls have not beautiful fn^es, can they not be beautiful by 
making their Uvea beautiful? How can they make theif lives 
beautiful ? 



-(A.) 



(1) Preparatioi 

idea of t 



■e is AsiaP Teacher get children's 

valley, and help them locate Troy. 

!ea a reedP Do you think any one could 

Get the childreu's idea of decide, advice, 






How many havi 

victory, etc. 

(2) Presentatloa. — Finish story, uniting sections. 

(B.) 

(3) Did Paris do right to decide in favor of Venus simply 
because he wanted her present P Is it right when any one is act- 
ing as judge, to decide in favor ot anything but what is right? 

L FOKMULATION. — We should not lei our opinions be bought. 

r '"■' 

(4) Application. — If one of your playmates should say she 
would give you an apple if you wo\ild say she had the prettiest 
doll, what would you do ? If nianima should ask you to do an 
en-andfor her, would it be right to say, "I will if you will give 
me a piece of caiie " P What should you do ? 



§ 51. A lesson in beginning grammar. 

WHAT ARE THE ESSENTIAL ELEMENTS OF A SENTENCE? 

(A.) 
(1) Preparation. — Why do we talk or write P To convey our 
thoughts to otliers. Howls our thought expressed? In words. 
Are tjie words arranged in any particular way P Yea, in sen- 
tences. Do you know, Uien, what a sentence is? It is the ex- 
pression of a thought in words. Can one word make a sentence P 
Can two ? Do any sentences require at leaat three ? The worda 
which are necessary to make a sentenue might be called its essen- 
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tial clemeDts. Do joa suppose the number of essential elements 
is the some in all sentences? Let us try to find out. 

(2) PiesentaUoa. — How many words are there in the sen- 
tence. 

Dogs are animalt? 

There are three. What does the woi-d dogs express? The idea 
of a certain kind of animals. The word animain ? The idea of 
a certain riass of livinj; things. What does the woixt are ox- 
press? Not the idea nt a fAiH^. but an afiirmntioii, or decision, 
of the mind with n.'gard to dogs and animals. Could there be a 
thou^t wliiuh does not think ur -.Mirai aomclhiag of mfiitlhing clst'^ 
No, Could any one of tlie tliree words be omitted without 
destroying the present sen.se of this sentence? No. Whut is 
asserted of dot/s 1 What they are. 
In the sentence, 

Doffsare brave, 



? Now ihcy are. Braveri/ is asserted of 
In the sentence. 



what is assertetl of 
them. 

Could any of these words be omitted 

Doffs are harking, 

what is asserted of rfojrs! The action barking. What word 
makes the assertion? The word are. Could any of these words 
be omitted ? No. How m^y essential elements have we found 
in each of the three sentences? About what has each assertion 
been made? Dogs. This woiiJ is. as you know, called what? 
The subjcet. What is the second or asserting word in these sen- 
tences called? It is called the copula. What is the third word 
called? It is called the aUribute, because it shows what has been 
attributed to the subject. 

All of these sentences have had three essential words or ele- 
ments ; pan you give me a statement about dogs whieh shall con- 
tain but two words? 

Dogs bark. 

Is this an assertion? Yea. About what is the assertion 
made ? Dogs. What is asserted of them ? The action Oark- 
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titg. What word asaerta Uie iwtion barking of dogs ? (A prob- 
able pauae.) The word bark. How nisiny oflii;eB does Ihe wonl 
bark appear to perform? Two, Wliat are tliey? Tiie oiBuo 
of the copula and also that of the idtTibiUc. Can yoii innke 
another sentence about iforjr.f which shall contiun but two words? 
Yea. 

Dogs are. 

What does this mean ? What linve you asserted of dogs P T 
have asserted their ettsitjtce (dogs exist — are existing). Wlmt 
won! asserts tliis? The word are. How many offloea does llie 
word are appear to fulfill ? Two ; that Of copula and that of aUri- 

(B.) 

(3) In each of the foregoing sentences we have found three 
elements. Can you tell what they are? (1) An assertion (2) of 
somelhinif (3) about nomelhing else. Uliist every sentence tell or 
assert something? Can you a^ert without asseiiing something? 
Can you assert anything without asserting it of something? 
How many elements, then, appear neceaaary to every sentence? 

FORMfLATiON. — There are three essential elements in eeery sen- 
tence, auBJECT, copoLA, and ATTRIBUTE ; bill (he copula and 
eUtribute mag be blended into one word when the attribute is verbal. 

(O.) 

(4) Select the esaentia) elements in each of the sentences of your 
reading lesson (aubiect, copula, and attribute ; or, if the last two 
are blended, subject and verb). Remember IJiat subject and attri- 
bute may have many modifying words. 

^§ 58. A lesson in advanced grammar. 
NATDKE AND USE OF THE ADJECTIVE. 
(A.) 

(1) Preparation. — Review of the noun. Wh.it did we find the 

proper noun to be ? An individual name, or a name which foUIt- 

U timilaiion will apply to one object. Illustrate : John, Chicago. 
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These names apply to their respective objects witliout any limita- 
tion or mociifieation by adjeetives. la not the same thing ti'ue of 
oommun nouns ? No \ a common noun L-annot apply to one object, 
(ir to a numliei' of objects less thao the whole claas without being 
limited by an adjective. Itlnatrate: Thii apple, Iwo boys, some 
titses, good children, a lull man. To wliat does a comiuun noun 
refer when it is used without limitation ? To a whole ulass or to 
the totally of that to which it refers. Illustrate : Cats have sharji 
tooth and ulaws. i.e., all cats; water is good to drink; beauty is 
pleasant to look upon. Must every noun indicate some numbL-r 
or quantity of that which it names P Of course. Classify objects 
aecui'ding to number or quantity. Oit€, aonte, all. What name 
have wo given to that jn'ojierty of the noun by virtue of which it 
indicates a number or quantity P Its exlerU. Shaw in a scheme 
what is possible witli regai-d to the extmU ot the noun. 



Extent of the Noun, i.e., 
the No, or quantity of that 
to which the uoou relets. 



(3.) Soma. ; (1.) A limiteiJ No. 
(Partioular.) | (2 ) A limited qnantity. 



Is there any other Idea besides number or quantity involved in 
the noun? Yes. quality. Show what you mean by this. An 
object may be thought of as composed of the qualities which 
Inhere in it. Thus, an apple is round, red, juicy, delicious, nvtri- 
tioe, smooth or rough, small or large, light or heavy. Since the 
idea of an apple includes its qualities, the name of that idea also 
involves lliem. Ai-e certain qualities found in all objects of a 
given class P Yes; a tree, for instance, must have root, stem, 
bark, leave.1, sap, wood. Does an individual object have qualities 
not found in all others of its class? Yes ; some rosea are red, and 
some are wliite. What is a good name for tlie properly of the 
noun by virtue of which It indicates what the idea of the object 
contains ? The cojUeTil. Show by a scheme what the content of a 
n may be. 
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Oontent of the Noun, i.e., the 
qoBlitios of tbe objects which 
the notm repieseuts. 



(2.) Qualities peonllar to the indi- 
vidual object (aa well as those 
the whole class). 



(3) FrsBentation. — In the sentence. 

Boys become men, 
how many persona do the terms bogs and men inclnde P All boys 
and all men ; they refer to the whole class of boys and to the 
whole class of men. In the sentence, 

Most hoys become m n 

what has been done t 
I sxtent from ail boys to 

This boy will become a na 

I how has the word boy been affected? It has b en limited from 
I the whole class to a gingle individual. In the sentence, 



■d boy It has been limited in 
;. In the s nten e 



Water quenches jvre. 



T universal sense ; 



Bring me home watek ? 

No. A certain quantity is referred to, so that the word uialer is 
limited from its general sense, in which it includes all water, so 
that it embraces only a certain quantity. 

(In practice, the teacher would now probably sum up what has 
been learned under the head of UmUing adjectives, since this 
would be ample for one lesson. We will, however, complete the 
subject of the adjective, as if it, were lo be treated in a suigle 
reoitaUon.) 

Have the adjectives thus far done anything more than limit the 
erteni of the nonn ? No. What office do the adjectives perform 
in the following sentences? 
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(1) Oood Indians die young. 

(2) Tall oaks from little acoms grow. 
(8) The frisky lamb plays about its mother. 
(1) The bright sun rises to his course. 
(6) The purring kitten loves to lie by the fire. 
(6) Tall boys make tall men. 

They modify the noun by pointing out some quality belonging 
io the object represented by It. Does the adjective in, any case 
limit the extent of the noun ? Yes ; in the first sentenee the word 
Indians is limited to a part of the class. The implication is that 
only bad Indians gi'ow up. In the sixth class, also, lall boys are 
contrasted in thought with boys who are not tall ; hence, the woi-d 
boi/3 is limited in extent. In the second, it is not intended to 
restrict the term oaks to those which are tall, for all oaks grow 
from acorns. Neither is it intended to limit the word lamb in the 
third, for all lambs are frisky. In the fourth, thei'c is no limita- 
tion in extent, for we have but one sun. So in the fifth, all 
kittens purr. In ntunbers two, three, four, and five, the ai^ective 
merely modifies the noun by pointing out a quality. 

(B.) 

(3) We have thus far found two kinds of adjectives. What are 
they? Those which simply limit the extent of the noun, and 
those which modify the notm by pointing out a quality. What 
shall we call the firet? The limiting adjectives. What the 
second ? The qualifying adjectivRs, What distinction did we find 
aniong the qualifying adjectives? We found that some of them 
restrict or limit tlie extent of the noun, while others simply de- 
scribe without limiting. What qualifying adjectives would, in 
general, restrict? Those which point out qualities not common 
to the whole class. M'hich would generally not restrict? Those 
iiindjing to the whole class. How, then, shall we define the 
adjective ? 

FORMDI^TION. — f 1) An adjective Li a word that limits or modi- 
^es a noun. (2) A limUing adjediiic is one that limits the extent 
ttf a mtun, without showing any qtioliiy. (3) A quaUfying adj'eo- 
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J one that modifier Ike % 
I restricting the extent oftht no 
Show this in a scheme. 



%n by showing a quality, sotnetimes 
1 and sometimes not. 



(1.) limiting \ (2.) From the total to a limited 
qnautity. or from a limited qaaiitity 
to a smaller qnantlty. 

r (1.) From u«lo 



(1.) BeBtriative 



tain quantity 
^ to a smaller 

qoBiititf. 

(a.) Non-RoBtrictlTe, simply point- 
ing ont a quality, without Umit- 
tng the extent. 

(O.) 

(4) Applloatton. — In the following exercise, select the limiiirtg 
and the qualifying adjectives. Show which of the latter are re- 
strictive. What do jou note about most of these qualifying adjec- 
tives P They are non-restrictive. Why is tliis? Because poetry 
appeals more to the imagination than to the faculty of logical 
exactness. How would a judge be likely to use his qualifying 
adjectives ? 

The aun that brief December day 

Rose cheerless over hills of gray, 

And, darkly circled, gave at noon 

A sadder light than waning moon. 

Slow tracing down the thickening sky 

Its mute and ominous prophecy, 

A portent seeming less than threat. 

It sank from sight before It set. 
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A chill DO coat, bovoer itonl. 

Of homeipun staff couM quit« tbotaii^ 

A hard, dull biUerneu of cold. 

That clicck«<I, mid-vein. Uie dtding not 

Of life-blood in Ibe sliarpeDed face, 

Tiie coming of tlie mow Kotta lokL 

The wind blew eaM; we heard tlu nv 

Of Ocnan on hia winlrj thore, 

And felt tite ilrong poise throbbing Uicn 

BeU wItJi low rhjlluu our inUiid air. 

MATBBXATICS. 

I 53. Nuvtber lesson for tke first grad& 

(Thla IflMon If taken from Kein'a " I>as Erste Sehntjahr." Mid b 
■a MUinple of a lilghl j elaboratfld method. The children bare leanwd 
■ llorr, In the langiugu-worP, alwut > poor little girl whoac fuber 
uul luoUier had died; and Lhe numiwrof person* repr«seiit«d fonya 
tha itaning-potni o{ the new Ikuoii.) 

THE NTTMBER TUHBB, 
Aim. — Wit will Und out liow many persons there were in the 
fcoDM of the little Star Dolkr Girl white her father and mother 
[ vara atlll Hike. 

FAST I. -ADDITION AND SUBTRACTION. 

(A.) 

(1) PrcpantlOD. — Wehitve eoimteJ manjtbings. Howmany 
walls lins tho iii!hcN>lrooin ? How maay windows? How many 
poneahiut the lower BushP Thouppcr? Both? Howmanymaps 
hung on the wallP 

(2) Freaentatloa. — (1) The thi-ee persons. 

(a) Tlitre wm first the fnUier (1), then the mother (1 + 1 = 2), 
then llieir little girl (2 + 1 - .'i). How many people were thereP 
Three, Who were they? Father, mother, and child. How many 
are father and mother together? Two. How many are father, 
inther, and child P Three. Count them. Father, 1 ; mother, 2 ; 
i 1, 2. 3. 



I 
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(6) But the three did not 
and was buried. How many 
mother died. How many 
away ; then there 



emaia together. The father died 

'ere left in the house P Now the 

left? Finally the little girl w 

left in the house. One away from 



leayes 2, 1 from 2 leaves 1, 1 from 1 leaves nothing (zero) ; 
3. S. 1. 

(2) Transitioii from persons to balls upon the Abacus, three 
balls being set off upon a horizontal wire, the following being' 
said : That in the father, that is the mother, that is the child. 

(a) Repetition of the foregoing exercise in connection with the 
halls: — 

The father — 1 person ; father and mother = 2 persona ; father 
and mother and child = 3 persons. 

Three persona — 1 person = 2 persons ; two persons — 1 per- 
son = I person ; one person — 1 person = persons. 

BRIEFER. 

1 person, 2 persons, 3 persons ; 3 persons, 2 persons, 1 person. 

STILL BRIEFER. 

1, 2, 3; 3, 2. 1. 

(6) Repeal the given series, using ordinals : — 
The father is the 1st person. The child is the 3d person. 
The mother is the 2d person. The mother is the 2d person. 
The child is the 3d person. The father is the 1st person. 
Point to the 1st, the 3d, the 2d, the 3d, the 1st person. 

(3) Represent the three members, 1, 2, 3, with sticks arranged 
vertically, and run through the series forwards and backwards. 

(a) The father is 1 (teacher places a stick) ; father and mother 
are together 2 (teaiiher places a second stick alongside of the 
first) ; father, mother, and child are together 3 (teacher places 
anotlier stick). 

(6) That is I person (pointing to the 1). 
These are 2 persons. 
These are 3 pei'sons. 
These together are 3 persons. | 

Those are 2 persons. ^^^^M 

This is 1 person. ^^^H 
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TfaU is one. 
Theae «« two. 
These are three. 



These are thre«. 
These are two. 
This ia one. 



(e) After 1 itanda 2. 
After 2 atanda 3. 



Before 3 standa i. 
Before 2 stands 1. 



(4) Amngieinent of lines and numbers on the board aa follows : 

(a) Repetition of the exercise with the stidu. 

(6) IMII with the figures t, 2. ». 

(e) Draw the three lines In sqaares upon the alate, and place 
the reapectlve figures beneath, as on the board. 

(d) Write the figures from 1 to 3, and from 3 to I, withont the 
aid at the lines. 

(fi) Hera are onr three numbers ag^n : 1, 3, 3. Change the l 
into a 3. What mnst jou place alongside of it? Hake a 3 tmm 
the 2. What miut now be placed alongside of the 3? How 
mtaj 3*1 haro joa now? Point to the first, the second, the 



(ft) From this arrangement is gained : 

8 = 1 + 2 

8 = 3+1 



2 + 1 = 



I 

^^H Bead this (teacher points to the first) : — 

^H 3 is 2 + 1, eUt. Point to 2 + 1. 1 + 2. 

^^m Who can say all the sentences (first from left to right, then the 

^^VltTane]? Practice until this can be done perfectly. 

^^F {b) Lei this exercise follow, pupils attentively saying : — 



3 — 2 = 



3-2 = 



(c) Wriiing theJiguTea. — Teacher writes the figures on the board 
so the children can see her. Pupils write tliem upon the board 
and upon their sUtes, then pointing to the figures repeat the aen- 
uslng and for +, and less for—. 
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(3) Transition to the formulation of general truth. 
' (a) Represent the three 3's with sticks, with straight marks, 
with points, with rings. Make a 3 with sticlia from 2 + 1, from 
1 + 2. 

(6) Make a 3 with points, lines, rings. 
3 from 1 to 3. 

3 — 1 = 2 



(c) Make the other si 
1 + 1 = 

2+1=3 2—1=1 

1+2=3 1—1=0 
Boad each of the seatencea. 
'Formulation. — Syatemaiic placing together of the series 
kamed, orally and in writing. 

(a) 123 321 

(6) 8 = 1 + 2 3-1 = 2 

3 = 2+1 3 — 2 = 1 

8=8 3_3=o 

(o) 1 + 1 = 2 3 — 1 = 2 

1+2=3 2—1=1 

2+1=3 1—1=0 

,0.) 
(4) ApplioaUon. — (a) lto3; fromStol. Place sticlu along- 
side ot one another to show 1, 2, and 3. 

(b) What nmnber comes nest after 1, after 2P what number 
Btands before 3, before 3? What number stands between 1 and 
SP Where does 1 stand ? 2P 3? 

(c) Name 3 bojs, 3 girls. Which of you has 3 sisters P or 2? 
only 1 brother? 1 sister P 

(d) Name the two numbers which make 3, another two ; three 
numbers which make 3 ; one number wliich makes 3. 

(e) How many mtist be added to 2 to make 3P How many 
most be taken from 3 that 2 may he leftP 

(/) Write the three 8"s in the squares. 

(3) There are 3 cliildren in the room. One goes out, how many 
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B left? AnoUier goes out, how many still remain ? Two come 
In agnin, how manj are there now P 

(A) You liave given tn the poor. If jou had 3 cents and gave 
1 to a poor man, how many would you hnve left? If from 3 uuMe 
you give awny 2, or all 3, how many would you have? 
Gorman verse for the playgi-ounil : — 

Salz auf den Speck, 

Du muflst weg. — Simrock. 



paht n. 

k a similar 



- Hultiplioatioii and Sivisioa are developed in 



5 64. Fourth grade Arithmetic lesson. 

TO MULTIPLY A FRACTION BY AN INTBQER. 
(A.) 
(1) Prnparation. — How does a common fraction arise P By 
dividing a unit into a nunilicr of equal parts, one or more of these 
I parts being considen^d as a. fractional number. How is the frac- 
J tion written? What does the number below the line showp The 
I aumbei' of parts into which the unit has been divided. If the 
■laie of the unit ia known, what does the denominator also show P 
The size of each of the equal parts. Illualrate. If one dollar is 
divided into ten equal pai'ts, each part lias tlie value of ^ of a 
dollar, or ten cents. Can the rdalive sise of the parts be known, 
even though the size of the imJt is not known P Yes : \ is twice 
,8 large as ^ of the same unit ; }^ is 3 times as large as ^ of the 
amo unit, or 5 times as large as ^ of the same unit. What ia 
y the relation between the size of the parts and the number of parts 
into which the unit is divided? The lai'ger the number of parta 
Into which a unit is divided, the smaller their size must be. 
L What does the numerator showP The number of parts or frac- 
tional units in the fraction. 'Wliat effect does it have on the value 
I of a fntction to increase the number of parts, or fractional units? 
f It increases the value of the fraction. Illustrate. ^ of a given 
imit is twice as gieat in value as ^ of the same unit. 
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(2) Presentation. — Mnlliply 5 by 2; i.e., how much are 2 3'b 
of Berentlia ? Tuke two pietes of piiper of the simie size. 
Divide both into 7ths. Remove four sevenths from each. How 
much of each is leftP ^. How many Zlhs are Ihere in wimt 
remains of the two original papers? Tliere are six 7ths. Sliow 
this by figures. ^ X 2 =r J. What appears to have been done 
to the immei-ator of the fraetion i* It has been multiplied by 2. 

Multiply f by 2. Take again two papers of equal size and 
fold them into SIhs. Reject g of each. How many gths arc left 
in eauli paper? |. How many 8ths in both pieeea P There are 
sis 8tha. Make half as many parts out of these |, How can 
you do this? By making the size of the parts twice as great; 
i.e., by making the parts 4ths. How many 4tlis are there in {? 
There are 3. Show this by figures, f = i, beaee f X 2 = j. 

CB.) 

(3) Derivation of a rule. 

We found that ^ X 2 ^ f ; i.e., that this fr.iction was multi- 
plied by 2 by miiUiplying the numerator by 2. Suppose the mul- 
tiplier hac! been 3P 4P 6P In any case the fraction ia multi- 
plied by multiplying the niimeiutor, since if the number of parts, 
or fractional units is multiplied, tlie value of the fraction is 
multiplied. 

FoHMtiLATiON. — A fraction is ■muUiplicd by an integer by 
muUiplying its numerator by the integer. 

We found further, that \ is multiplied by 2 by dividing the 
denominator by 2. Su]}pose the multiplier had been 4? Could 
■| be multiplied by 4 by dividing the denominatiir by 4? Yes; 
for the number of parts in the resulting fi'action would be un- 
changed, but they would now be four times as large as at first, 
since the number of parts into which the unit is divided is only 
one-fourth as great as before. Hake n rule. 

Formulation. — A fraction may be multiplied by an integer by 
dividing the denominator by the integer. 

Will the denominator always contain the multiplier an integral 
number of times? No. What must then be done? The nu- 
merator must bo multiplied. Which is preferable P It is better 
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' to divide the denominator when tliia can be done, because the 
product is in lower terms thnn It is wlien the numertitor is multi- 
plied. Put these two rules tngether in a good way. 

FoaMtiLATiOff. — Zb 'mulliply a J'raction by an integer, divide 
the denominator if it containi the multiplier as a factor, otheruiiK 
muUiply the numerator. 

(C.) 
(4) Applioatioa. — Practice upon the abstract and ooncrets 
\ problems ^ren ia the texl-lraok. 



S 55. In order not to multiply forms needlesslj, the 

[ following general outline ia selected from Dr. Frick, 
I Lehrproben und Lekrydnge, 6 Heft, pp. 110-113. 

TREATMENT OP A READING LESSON (poetrt or rBoaa) 
(A.) 

(1) Preparation.— (1) Aniiounceinont of purpose of lesson. 
(2) Introductory discussion (question and answer) designed ta 
awaken the expectation of the pupil, and to prepare his mind for 
the new lesson by preparing connecting points with his experi- 
ence and present knowledge. 

(2) Ptesentation.— (1) ExpresstTe reading by the teacher, 
who marks the chief natural subdivisions by short pauses. Get 
first a general view of the whole. (2) Consideration of the 
smaller sections. Proceed even liere from the general idea of the 
whole situation to each smaller unity. Pis tliis general view by 
temporary development of titles which sum up briefly the chief 
content of each subdivision. Follow this by closer treatment of 
each division. For example, give brief explanations of words 
and thoughts ; discover and clearly grasp the various elements of 
the selection (time, place, personalities and their L 
number, actions and their development). 
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(B.) 

(3) Elaboration.— (1) In regard to content (thought): re- 
Tiew of the articulation (number of members and their relation 
to one another) ; of the disposition and development of the whole ; 
of the growth of mental pictures for the observation ; of judg- 
ments (of B^theticjU and ethical kind)- Means ; questions whose 
tendency ia to concentrate the miud of the pupils upon the clijef 
points of a thought- whole (called concentration questions). 
Result : a clear conception of the whole. 

(2) In regard to form : Review of what is characteristic in 
language (distinction between poetic and prosaic, figurative and 
literal expression), in meter, in rhetorical figures of speech. 

<C.) 

(4) AppUcatioii. — Fractieal exercises to gain and show an 
understanding and mastery of what haa been attempted : (1) 
Beading by the pupils, careful drill (alone, with the teacher, in 
chorus). (3) Speitking: systematic reproduction of the various 
points (scries building) ; reproduction of the headings, and, in 
connection, the whole disposition of the matter; reproduction of 
the content of the smaller section in connected narrative; free 
reproduction of the whole content, with especial regard to what 
has been added during the study of the selection. (3) Writing: 
written elaboi'ation of certain de6nite points in the class, or as 
compositions for home work, after the content has been gained 
through the instruction, and carefully developed by the labor of 
ftll. (4) ^lemorizing exercises. 

§ 56. Meinorizing in the lower classes. 

GENERAL PLAN. 



(1) Preparatiou. — Question and answer to awaken interest, 
clear up unfamiliar words and ideas. 

(2) Presentation. — (1) Expressive readmg of the whole by 
the teacher, that the pupils may grasp the idea of tlie piece as a 
whole. (2) Discussion of the various sections of the selection in 
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order, so that the pupils may get a perfect understandlag of (he 
thought. (3) TIk formaiion of IM series: (a) The longer series 
should coDBiBt of catch-words which show the logical order of tJio 
thought, and the whole development: they ma; pertain to the 
personaliiiei, to place and time, to adxotts, etc. (b) The shorter 
. aeries should be those of a more mechaaical nature, us rhyme, 
I Hit/lhm, allilenUion, regularly recurring forms, etc. 



(3) In memorizing exercises, the main point to arrive at is the 
j perfect, intelligent memorizing of the whole selection. Hence 
I this iB the Btagc at which all that haa been leai-ned ahould be gath- 
, ered up, knit firmly together, and reproduced as a whole. 

(C.) 

(i) AppUoation, or Drill. — Repeated repetition of the whole, 
and its various sejics, that the selection may be rumerabered to 
the lafit day of life. It is hardly needful to remark tliat nothing 
tririal, light, or of transitory interest is worthy of such treatment 
as is hero indicated. What is learned In tliis way is to be learned 
forever. 

§ 57. Model Exercise. 

EXCELSIOR. 
1. The shades of night were falling fast. 
As through an Alpine village passed 
A youth, who bore, 'mid snow and ice, 
A banner with the strange device, 
Exeelsior ! 

S. His brow was sad : his eye beneath 
Flashed like a faleliion from its sheath. 
And like a silver eliirion nuig 
The accents of that imknuwn tongue, 
Excelsior ! 
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3. In happy homes he saw the light 

Of househuld fires gleam warm and bright; 
Above, the spectral glaciers shone. 
And from his lips escaped a groan. 
Excelsior 1 

i. " Try not the pass ! " the old man said; 

" Dark lowers the tempest oyerhead, 

The roaring tonent is deep and wide!" 

And loud that clai-ion voice replied. 

Excelsior ! 

6. "Ostay!" tlie maiden said, "and rest 

Thy weary head upon this breast." 

A tear stood in his bright blue eye, 

But still he answered with a. sigh, 

Excelsior ! 

6. '• Beware the pine-tree's withered branch I 
Beware the awful avalanche ! " 

This was the peasant's last good-night, 
A voice replied, far up the height, 
Excelsior ! 

7. At break of day, as heavenward 
The pious monks of Saint Bernard 
Uttered the oft-repeated prayer, 
A voice cried through the startled air, 

Excelsior ! 

8. A traveler, by the faithful hound. 
Halt-buried in the snow was found. 
Still grasping in his band of Ice 
That banner with the strange device, 

Excelsior! 



TUE ESSKNTIALa OF METHOD, 



. There in the twilight cold and gray, 
Lifejcaa, but benutiful. he lay; 
And from the sky, serene and far, 
A voice fe]l Hkc a. falling atar. 



(A.) 

(1) Prepai-mtlon. — Introductory remarks nndqueations. Take 
your maps and turn to the map of Europe. Do you see the map 
of any country which is full of niountaina ? What are the highest 
mountaiDS in Europe called? The Alps. Point tlicm out. Do 
people live among them F Yea, in villages. la the weather 
always bright and warm in the mountains P No: some of the 
mountains ai'e always covered with snow. What are often found 
between the mountains where snow has melted and tlien fro^tenP 
Find the name in y.mr books. Who has itP Glaciera. Who 
live on the tops of tliese mountains? Monks. Why? How do 
tbey find belated and storm-diiven ti'avelers? With dogs. How 
do people get through the mountains? Through passes. What 
Bometimee happens here ? The anow slides down tlie mountaia- 
side. U'hat is this called? The avalanche. Are these moun- 
tains very high? Might one continue lo climb higher and higher 
for a long time ? There is a Latin woitl which means higher. 
It is Excelsior. All pronounce it. We will now read and commit 
to memory a poem by Longfellow, called Excelsior. 

(2) PreBCUtiitioii. — Teacher reads the whole poem expres- 
I sively. Separate tlie poem into three equat parts fur convenience. 
I How does each stanza end ? 

First Pakt. — What is meant by (Ae shades of ntght? From 

what does the word Alpine come? What did the youth carry? 

What is a device? Where was it written? The next stanza 

tells how he looked and what he did. What is a falchion, a silver 

- clarion ? Why unknown tongue ? What kind of u word is Excel- 

[ Hor'^ The next stansca tells what the youth saw ; (a) in the vil- 

i; (6) in (lie mountains. Why spectral ' Why did a groan 

r come from bis lips? Must he be true to the motto he carries P 



I 



PSACTICAL ILLU8TSATI0N3. Ill 

What does this mean ? What doea the first stanza show ? Where 

and when the youth passed with his banner. The secood? How 

he looked and what he said. What did ho say P Excelsior. What 

does the third stanza say P It tella what he saw in the village and 

on Che mountain ; that he groaned when he thought he must go 

I higher. Let us read these stanzas and then repeat them. What 

I rhymes do you notice in the first? Fast, passed; ice, ilevice. In 

the second? Benealh, sheath ; rung, tongue. IntheUiii'dP Light, 

bHi/hi ; shone, groan. In the second, what is contrasted with tlic 

sod brow P The flashing eye. In the third, what is contrasted 

with the firelight of tlie homes P The shining of the spectral 

glaciers. Repeat the stanzas again. 

I Second Part. — Who speaks to the youth in the fourth stanza P 

F In tlie fifth? In the sixtli P Of what does the old man warn 

him P The tempest overhead, and tlie roaring ton'ent. What 

did the clarion voice reply ? 

What did the maiden invite him to doP To stay and rest hia 
head upon her breast. Why was there a tear in hia eye? Why 
did he answer with ft sigh ? What was the peasant's warning? 
I " Beware the pine-tree's withered branch, 

Beware the awful avalanche '. " 
How could the withered pine-tree's branch harm him P How the 
avalanche P What lime was it now? What are the peasant's 
words called P The peasant's last good-night. Where was the 
youth? Fui- up the height. What did tlie voice reply? Excel- 
What are the rhymes in the fourth ? Said, overhead ; wide, 
replied. Read the stanza. Now i-epcat it fi'om memory. What 
are the rhymes in the fifth P Best, breast ; eye, sigh. Read care- 
fully. Now repent. What arc the rhymes of the sixth ? Branch, 
avalanche; good-night, height. Read. Repeat irom memory. 

Third Part. — Where did the youth go when he left the vil- 
lage? Higher up the luoiintnin. To whom would he come last? 
The pious monks of Saint Bernard. Which stanza tells of this? 
What does the eighth describe ? How he was foimd by the faitli- 
iul dog, with the banner still in liis hand. What does the lust 
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StBOxa desoibe ? How he \»y. beautiful, but lifeless, in the t 
light cold and gfny, and bow a voice fell from the sky, b£ if his 
spirit hud gone slill higher, and was still crying ExtxUior. 
Teacher rcadd tho geyeolh, tuid the pupils ri^peut after hiiu. 
Note Uie rhymcB. Repeat from muiiiory. So uf the l&at two 



(3) Oraaping the whole in memory — What do the first three 
siaozas show? The youth, how he looked, what he saw. The 
second three? What the old man said, what the maiden said, 
what the peasant said. The last three ? The startling of the 
pious monks, the finding of the traveler by the faithful hound, 
the lifeless but beautiful form, and the voice falling from thu 
sky. What is the series of persons ? The youth, the old nfan, 
the maiden, the peasants, the monks. Time and place? The 
evening, the Alpine village, the pass, the height. What i-eply 
was made to every warning or entreaty? Excelsior. The warn- 
ings? Tempest, torrent, tim pine-tree's withered branch, the 
avalanche. Kepeat the firiit section, the second, the third. Re- 
peat the whole poem. 

(O.) 

(4) DrlU. —Continue the repetitions of the sections and of the 
whole, unlil each child can give the entire poem without hosita- 
Uon. When the pupil hesitates, recall or form some new asso- 
ciation, either rational or mechanical, which will enable him to 
master this pait. If. for instance, he hesitates in the middle 
of the third stanza, call attention to tho contrast between the 
bright fires in the village and the spectral shining of the glaciers 
above. 

GEOOBAPHV. 

S 58. Geography founded on. actual observation by the 
children. • 

(This work is taken from Dr. Rein's " Das Di-itte Schuljahr." 
These excursions are actually made by Uie pupils. It was the 
author's privilege to accompany the teachers of the Normal 
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School at Eisenach on an excursion -with the children of Ihc 
practice-school, and lo see nlso the practical working out in the 
schoolroom of the ideas gained. There is no question as to 
the immense practical benefit of this kind of work. It is proha- 
ble that not many American teachers will think it possible for 
them to spend a few hours with their schools upon excursions of 
this kind ; but it is in the hope that some may do so, that these 
general directions are inserted.) 

VIEW OF THE METHOD-WHOLES. 

Summer Excursions. 

1. The tenitory of the Iloi-sal, 

2. The Waitburg and Metilst*!in. 

3. TheWerra. 

4. The Forest of Thuringia. 

5. The Rhon. 

6. The Saale. 

' 7. The Unstmt. 

8. The land between the Forest of Thuringia and the Hartz 
Uoontains. 

EXCURSIONS. 
FIRST VEAB. 

1. In the fields as far as Amrichen Bridge. 
3. In the woods. 

3. Along the Horsal. 

4. Visit to the castle. 

6. Within the city (Jacobsplan, Eichel's House, The Black 
Well, George Street, Half Moon, Market, Castle). 

6. Upon the Goldberg, etc., making ten excursions during the 
first year. 

SECOND TEAR. 

about Eisenach, in woods and valleys, along 



Eleven 
I . rivers and about ponds, 



n the hills and low mountains. 



Fourteen 
1 spending an 



THIKD YEAR. 

about the neighboring t 
day upon a longer trip. 



luntry, sometimes 



THK sssxnriALs or metbod. 



■ 



GENERAL PIJJI. 
(A.) 

(1) Pr«p(ustlon. — The basis for each metfaod-whole is aa 
eiccanion taken with a fixed and de6nite purpose. Without this 
excursion, the early geography id auapended io tlie air; without 

' a auffieieut basis in observation, the geugraphy degeaerates into 
the veriest verbalism. Hence the demand : ax far 03 possible the 
geographical instruction must be based npon excursions. 

Before one of these is taken, the teacher should hold a prepara- 
tory talk with the children. They must tell what they can alraut 
the way they are going Id take. They will get much of it wrong, 
and many things they will know nothing about. The teacher 
will note all tbei«e points carefully, that he may be able to call 
their attention to that which they have poorly seen, or not ob- 
served at all. Such a preparatory talk will impel tliem to try to 
fill up the gaps in their knowledge, and to keep their eyes wide 
open. Seeing and observing need to be taught as well as any- 
thing else, for children, especially those of the city, ore often only 
too blind to what nature teaches. 

(2) Piesentation. — (t) Instruction in the open air. The 
start is made. By means of the preparatory talk, the teacher 
knows to wiiat he must call their attention, what he must show 
them and explain to them. He has previously measured the dis- 
tance, and divided it appropriately. The children must now esH- 
mato the distances and learn them. In addition, little problems 
as to place and I'clation may be suggested, and can be drawn by 
the teacher upon the sand or the ground, aa may be convenient. 
This has the advantage of showing the children how the geo- 
grapliical position of objects of the neighborhood may be repre- 
sented upon a. flat surface. Thoy con also easily compare draw- 
ing and thing, and govern the drawing by the reality. 

(S) Study in the school, (a) If the foundation is thus laid, 
the elaboruLion may begin in the school. It is best to take a rapid 
review, in oiiler to freshen the mind regarding what has been 
gained. This may be done by having a pupil draw upon the 
board from memory; another may, in connection with this, give 
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an oral description. If the use of the map is understood, the 
journey may be reviewed there, the (ihildren pointing out the 
way and explaining. " Pumping " is here out of order ; icyr what 
has been ont^c brought together iuid fixed by the children must 
not be torn up by miscellaneoua quoalioning. If the drawing is 
completed and briefly explained, — the teacher remains mostly 
passive, only interfering when a correction is needed, — tlie in- 
struction upon a new lesson may be begun. 

(6) One teacher requires the pupil systematically to describe 
and tell about the excui'sion they have taken. The child must 
not be interrupted in his recital, even if he makes an omission, or 
gets something wrong. Ho must be allowed to tell, in a quiet 
and connected manner, all that he has seen and leai'ned upon the 
trip. The closer the observation was, the better will liie descrip- 
tion be. In these first general impressions tliere is always some- 
thing lacking, something wrong. Theivs must, therefore,* be a 
correcting and supplementing of this general impression. There 
is a need for correcting erroi-s now. It would be better, of course. 
conld the child bo led again directly to nature, but this could 
rarely be done. Besides that, the child must be taught to under- 
stand and to rely upon the map. Geographical instruction must, 
above all, stimulate the crealitin of vivid inenlal pictures, which 
shall come close to the reality. The teaehor must in no case 
stop with the drilling in of names and numbers, or of maps. In 
the latter ease we talk rightly of "paper-geography." 

To awaken and to for-m pictures of the imaginalion must be con- 
sidered the great purpose of geographyy however difficult the task 
may be. 

There are two means open to the teacher, of clearing up the 
child's first imperfect general conceptions. (1) Drawing upon 
the board; (2) The wall map. The first has more interest to the 
child, for he can see it made, help with suggestions, and it does 
not confuse the view by a multitude of other things. It is, how- 
over, not exact, like the printed map. Pupils must gi-adually be 
taught to use the map, though at firet the board drawing is better 
for them. WJien the map can be used, it must be employed to 
correct and supplement the child's fii-st general view of the topic. 
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Interest must bo nrouaed bj informal discussion of the various 
points. With n. lively interest, the Impression of the fucts upon 
their niinils Is iin easy mntter. 

liesiit^a this. tli(>re are various exercises which aprve to g 
the mind n sure hold upon the new matter. Vaiiety is here help- 
ful, The drill may be conducted in various ways : — 

(1) The toiiclicr points on the map acconting to the aeries 
I.e.. in the order in which the ideas were learned, — imd ques- 
tions. DlRIcult names he writ<ta upon the board. 

(2) Teacher points an<l quitstiona in the reverse order, 
(.t) A pupil (Kiinls iiTegulai'ly, and another answers, and the 

reverse. 

(4) A pupil points and speaks at the same time. 

(•t) Reeitiition in ehorus is often helpful in lixing points. 

(e) Now follows the drawing iif the new matter by the chil- 
dren, also the isolation of individual geographical objecis, which 
Is noeessary for a close and deep observation and apprehension. 
The drawing is drat made upon llie blackboai'd ; the others assist, 
con-ecling by word and deed. Tlio wall map may also be at hand 
as a guide. 

(d) The stage of presentation closes with a corrected and ulear 
apprehension of the whole on the part of the children. The new- 
matter has become clear to them. They must now be able to 
apare the wall map, and also the drawings on the board. 

(B.) 

(3) Insight. — Comparison. — Formalatloii. 

Modem geography is based upon comparison, so that associa- 
tion is an important factor in this subject. Comparisons are in- 
stituted between the old and the new material of instrui^tion. ' 
These relate to the direction, form, magnitude, etc., of the geo- ' 
gmphical objects. By means of these exercises, the notions of a 
system become clear. In addition, the noting of antitheses and ' 
contrasts is helpful ; also, fixed series are formed, which, contin- 
ually growing, filially end in a system. 

In the formulation, or systematic exhibition of what has been 
learned, (I) The respective form images are to be drawn by tlie 
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cliililren in a geographical blank-book. In this way the pnpil 
eliiborates his own maps. In the third grade, the maps should 
be somewhat exact. It will assist if the board maps are drawn 
on a surface marked off into squares, and if the blank-books are 
likewise ruled. Self-made atlases are the first step to the printed 
maps, which the pupil should not have in hand until the upper 
classes are reached. 

(2) Catch-words may also be written in (he books to assist the 
memory. 

(C.) 

(4) Application. — Drill. — This stage should show that the 
new general truths, learned in the stage of presentation and 
summed up in U, are completely mastered, in themselves and in 
relation to what was formeriy learned. The following exercises 
will prove helpful here; — 

(1) Driftving of the sketch from raemoi-y, eventually in con- 
nection with what has been learned before. The geographical 
forms must have become so fixed in the pupirs mind that he is 
able to represent them by lines. Drawing is Iherefore the " Writ- 
ing of geographical thoughts." (Delitsch.) 

(2) Imaginary journeys. 

(3) Profile drawings. 

(4) It is an excellent means to work out the given geographical 
'tract in sand, or in clay. 

(5) Explanation of pictures by the children {Miinchener und 
StuUgarler BUderbogen ; Brdunlich und Sehmidl, Aua alter Harm 
Lander, Leipzig; Qeographiaclie Charaderbilder von Holiel in 
Wien ; Oeograpkiscke Bilderlafel oon Hirl in Brenlau ; die Leh- 
mannschen Bilder; die landschafllicken Ckaracterbilder von Kirch- 
hoff und Supau, Kassel ; etc.). 

(G) Reading of descriptions in reading-books ; the writing of 
descriptions. 
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§ 59. Caune of an oral hittory letson in middle and 
lower elastet. (Dr. Frick, Lehrproben und Lehrgdngc, Meji 
6. p. 106.) 

tA.) 

(1) Praparatloa. — Fii^t observation (iDDer) and appreheii' 

(a) Connection with former leaaons by means rf questiona | 
which, reaching back, gather up those points which will 
transition to, and preparation for, the new lesson. 

(6) Announcement of thfi jmrpcise of the lesson. 

(c) IntnMluctor J remarks. These remarks taketheirrise from 
the pupil's world of experience. Suppose, for instance, the J 
pupils know the story of the Ar^naotic expedition, and now corns ] 
to the journey of Columbus. It is evident that to call'the former 9 
to raind will increase the interest in the latter. The effort must ^ 
always be to bridge the gulf which separates Ibe distant deed ai 
its foreign world from the present and the espeilence of the 

(2) PreMntstion. — Concrete, vivid narration by the teacher, 
of the elements of historical life, the stages of the action, and what 
is chiiracteristic in them. These things must be broaght clearly 
to view in separate aubdiviaions (method- wholes), that there may ' 
be a clear apprehension of the lesson as a whole. For this pur- 
pose it is well, at the close of each section, for the teacher, assisted 
by the pupils, to sum up the chief contents of the section in con- 
densed headings, which are to be drilled upon both now and after- 
wards. It will be well to have the pupils record these in their 

<B-) 

(3) For gaining a deeper Inaight. — (a) Placing togeflier of * 
all the written headings, as well as the teacher's whole plan of the I 
lesson, as a guide to the impression upon the mind of all that is J 
to be held. 
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(6) Fuller apprehension of the individual fiicls by comparing, 
uniting, and grouping the various elements of the given narratiovi. 

(c) Bringing out of the main points by concentration questions. 
An example from the seventh grade — Greater method-whole — 
The Tcojan War. Separation into smaller unities: (1) The inner 
cause, outer occasion, participants in the war, departure and land- 
ing. (2) The battles about Troy. (3) The capture and destruc- 
tion of the city. Consequences. Suppose the story of the bat- 
tles has been given. We sliould ask at the close of the narration 
concerning the following points; (1) The seat of war (kingdom 
and city of Friam ; plain of Scaniander, picture of the city) ; (2) 
Actors. Since tiie Achaian leaders are known from the first sec- 
tion, we have now to do with the increase to the Trojan side, 
Friam and his house. Parallels : Friam and Agamemnon. (Dif- 
ference : Friam the ruler of a large empire, and the patriarchal 
head of a royal family; Agamemnon the military leader of nu- 
merous tribes). Hector and Achilles, Menclaus and Paris, Helen 
and Cbalcas, etc. (3) Actions. Pictures of the war. General 
engagements and duels. Groups of the latter (Battle of Paris 
and Menelaus, Ajax and Hector, Achilles and Hector). Fictures 
of cessation from war: Councils (quarrel of Agamemnon and 
Achilles). Ambassadors. Farting of Hector and Andromache, 
etc. Special increase of new and unknown elements of historical 
life, of ethical character (lamentable fate of Hector), etc. 

(C.) 

(4) Practice. — Drill. — Application. — Connected recitation 
of individual points (series formation). Repetition of the con- 
densed headings in connection. Recitation of smaller sections 
in full and connected form, — all to show an undei-standing of 
whole, which is now deepened and made clear. 
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